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PREFACE

Stron§ winds of change are blowing in the social studies. These
changes must be understood and directed toward meeting ‘the needs of in-
dividuals and society, so that all the efforts and resources being ex-
pended can make a lasting impact. This book makes avaiiable to the
profession several recent developments, and attempts to make sense of
the crazy quilt of projects, monographs, and special programs being
conducted at several major curriculum centers. The book is an out-
growth of a recent conference on Téaching the New Social Studies held
xin Des Maines and sponsored by the Natﬁona] Council for the Social
Studies.

Five facets of the new soc%a? studies are examined here. Part
| Dné is an overview of the nature and directions of the new social studies.
Attention is given to the administrative problems which are likely to
occur with rapid and significant changes such as those envisioned here.
Readings are cited for student discovery and development. Part Two de-
tails several strategies and teaching-learning techniaues advocated by
lTeading social studics zpecialists. These strategies may be applied --
sometimes with modifications -- to nearly all the social studies areas
and at most grade levels. Part Three illustrates techniques which apply
specifically to several of the major fields of study. Part Four offers
examples of the inter-disciplinary approach. From these the Féader may
get a glimpse of the complex threads_which weave a social order and give
it pattern and direction. Part Five demonstrates how all the disciplines
and resources of the social studies may be brought to bear on significant

social problems in order to effect social change. If the social studies



are to be relevant and intelligently utilized for social change, something

Tike the structure and rationale presented here must be implemented.
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PART 1
OVERVIEW

Probably the three dominant characteristics of the new social

studies are a concern for learner involvement, a concern for developing
an inquiring learner, and the concern for making a learner perceive the

programs as relevant. Desmond H. Bragg, Professor of Education at Drake
University, explores in Chapter I many of the characteristics of the new
| sccial'studiés including the thrusts common to all facets of the move-
ment and the thrusts which tend to splinter the movement. 1In Chapter II,
Sidney J. Drumheller attempts to make sense of the objectives of the new
social studies, giving credibility to the view that the varied programs

in the movement are building on a solid foundation.



CHAPTER 1

ANATOMY OF THE NEW SOCIAL STUDIES
By Desmond H. Bragg

The New Social Studies can logically be divided into three seg-
ments comparable with parts of the human body -- the head, the‘heart,
and the hand. The cognitive skills and knowledge roughly correspond
to the head, while the affective, valuing, and philosophizing objec-
tives can be called the heart. The actual doing in methods and materials
refers to the hand, which must be put to work if the other two organs are
~to be coordinated to carry out the goals and programs devised by curricu-
Tum specialists.

This book 1is an attempt to bring together the best current ‘think-
ing on these three major divisions of the New Social Studies.

In the New Social Studies every area of the curriculum must carry
1ts own weight in terms of fulfillment DF'perschaT and societal needs.
Curriculum specialists urge us to keep the curriculum in tune with the
times. Nor is this anything new, for one can sense the presence of a |
John Dewey or George Ccunté at the elbow of modern educational curriculum
writers,

Translating philosophy into action for the education of youth is
not as easy as it appears at first glance, for each of us comes to the |
task with built-in sets of biases and habits of thought which we alter
with difficulty -~ especially when confronted with ideas that threaten

our cultural, economic and moral security or areas of our competence,



Most theorists of the social studies attempt in some manner to
come to grips with reality by referring to the relevancy, utilitarian
value, action-oriented, or otherwise practical nature of their new pro-
grams, whether these be material, teaching technique, or subject matter.
The Deweyan approach to education concerning problem-solving and criti-
cal thinking processes is given renewed importance in most of the new
social studies curricula. For example, extensive use is made of the
 social sciences which deal with cfuciaT social probiems and.issues of
our time, such as rapid and profound political, economic and cultural
changes. These social sciences are intended to interrelate ahd to focus
on problems and issues, rather than on isolated disciplines,

John Jarolimel, President of the National Council for the Social
Studies, has summarized the New Social Studies as follows:

1. They select content from a broad range of sources including
anthropology and the humanities,

2. They deal with social realities such as pollution, racism,
peace, war, and social justice. |

3. They are to a large extent action oriented.

4. They are'largely inquiry Or,inQestigaticn oriented.

5. They make use of multi-learning resources.

6. They regard thinking and the decision-making process as high



7. The programs are largely conceptually based--that is they focus
on main ideas which serve as organizing frameworks.
8. They show great concern for individual students.

9. They are concerned with values and the valuing process.

Another major characteristic of the New Social Studies is the
emphasis on innovation and experimentation which some call creativity.
Not all these innovations may stand the test of time, but out of the wealth
of new practices some may survive and make significant impact on téaghing
and Tearning social studies.

The task of the teacher who would weave these characteristics into
a unified pattern is by no means an easy one, but is essential if there is
'to be any semblance of orderly progress toward the implied objectives. One
way to approach the problem is to define the broad objectives of the New
Social Studies and then to attempt to translate these into both materials

and techniques.

The Head: Cognitive Objectives

It is common to refer to the thought processes and mental skills
needed by the student of social studies in terms of coqn1t1ve obgectives@
By this, of course, is meant several cateaar1es of menta] behaV1or which
can be described objectively in terms of how the student deals with data
or factual informatian;—whethér it is in the form of written pages, pic-
tures, graphs, charts, maps, or objects found in some archaeglogiéET
diggings or something from grandfather's attic.

Modern social stud:es theorists give ﬁrimary importance to mental

1Jarolimek, John. Unpublished speech given in Des Moines, Iowa,
March 22, 1971. .
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processes involving inquiry or investigative skills. Their assumption is
that therabi1ity to search for truth is a skill which all citizens of a
democracy need in ékder to deal realistically with social issues and prob-

Tems. One cannot deal effectively with the complexities of modern Tife
-without a rather sophisticated level of competence in the cognitive skills.
Furthermore one cannot use the tools of the major disciplines as he should
without somehow mastering the scientific and logical thought processes
involved. Closely allied with inquiry skills are the skills of critical,
-analytical, and reflective thinking. These are all important because the
contrary to one's beliefs or value system. As an unexamined 1ife is fraught
with pitfalls, so are unexamined be?iefs and positions on key issues which
determine courses of action and decisions affecting the larger society.
Answers to the great social, political, and economic problems are not

simple and no amount of wishful thinking will make them so.

Cognitive Skills Expressed in Behavioral Terms

One of the weaknesses of statements of objectives in the past
has been their rather nebulous nature, particularly in the social studies
where most of the discussions and-thgught processes are difficult to ob-
serve and more difficult to measure. It is now a major thrust of social
studies specialists to attempt to outline and describe these objectives
in behavioral terms, specifically and clearly so that there can be no
mistaking their meaning and purpose. Drumheﬁ?er's work (see Chapter II)
gives special attention to this area of the New Social Studies and shows
how such objectives can be used profitably by the classroom teacher. As

the reader can readily see, the drawing of behavioral objectives for the



social studies is more difficult than for some subjects which call for less

subjective value judgments.,

?actua?gjnfarm@tionfgpd Concepts

Certain1yvamcng the most important cognitive objectives for the
social studies teacher 1; the Tearning of factual information relevant to
man's social questions and the improvement of his social institutions. Ob-
viously this approach will delete much of the trivia which has passed for
’socia1;5tudies Jinformation in thousands of classrooms. Major concepts,
ideas, principles. and generalizations which give the student a "handle on
Tife", or information which gives structure and organization to the world
of reality through the disciplines, will form the major part of the cogni-
tive information and factual data of the social studies area. For example,
instead of learning the names of all the presidents and then a11g%he vice-
presidents to prove his scholastic ability, the student may learn the cri-
teria by which leaders are judged to be effective and the proper function
of the Teader in a democratic state. Discussions will focus on the evalua-
tion of individuals as seen in the light of history and judged by criteria
of democratic leadership or social progress resulting from such leadership.
Almost all the new curricular materials place great emphasis on QDﬁEEE%4
formation and use of the struétures of the disciplines as tools for seeking
answers to questions wjthin the realm Q% the student's abilities. Perhaps
the best known materials in this area are those either written or edited by
Edwin Fenten of Carnegie Tech. Clyde Kohn has done a creditable job in
spelling out the key concepts and structural framéwark of geography as seen

: v

by modern geographers.' Out of several years of experimentation and revi-

sions has grown the High School Geography Project now produced by Macmillan

Trenton, Edwin. Teaching the New Social Studies, Holt Rinehart
and Winston, 1966, p. 405,




_ Ccmpahy, described in some detail later in this book (see Chapter VIII).

Research skills will also be given major emphasis if the student
is to Tearn to use the disciplines to solve problems and. think as a social
scientist. For this purpose original resources are used increasing1y in
history teaching, and real problems which call for the use of research
skills are being used with increasing frequency in all the social étudies
(see Keller, ChapterIII) The High School Geography Project ﬁrésents stu-
dents with geographic probiems--for examp1e of the urban society and the

mechanical-agricultural worlds--which would be the proper sphere of the

modern geographer. Thus social studies materials are kept relevant. In

addition the 1ines between disciplines are ihcréasing1y blurred as cross-

disciplined approaches are used to seek solutions to problems.

Concept Development--Spiraling Upward

teaching major concepts and generalizations in a spiraling manner. The
notion that concepts ought to be taught to students in a manner that Teads
them through various stages of develnpinent upward to higher levels of sophis-
tication or intellectual understanding is explored by Hilda Taba, among
chers; She has said, for example, that certain basic concepts such as
cultural change, cooperation, inter-dependence, differences, and causality
should be used for their power to Drganize and to symbolize Vast amounts

of information. These are significant for the child to learn in order that
he may understand and deal intelligently with his world. It does not suffice,
however, to simply include these in the curriculum. Because of their perva-
siveness, they must be introduced to the child at an early age and reintro-
duced at each succeeding level of the curriculum in differentlcontexts or in

1Taba, Hilda. Teacher S Handbook for Elementary Social Studies,
Addison- Mes]ey Publishing Company, Palo . ATtQ, California, 1967, p. 13.




widening spirals of application, to give the student 5 framework on whi:h
to hang both the physical and intellectual world. Taba points out that
the concept of interdependence may be introduced with the home by showing
that the father performs certain duties to provide care for the family
while he in turn depends on the mother to prepare meals and care for the
children. At the next 1eve1 students will see how this concent applies
in the community by seeing the relationship between the worker and those
who depend on him to perform certain tasks. Eventually at the senior
high level the pr%ﬁcip1e.9f interdEpéndence is shown to éxist in the

area of foreign trade. The law of comparative advantage operates when
states specialize in which they do best, and receive goods and services
in return for their own specialties.

Study of the forces and methods related to the concept of social

teachers seek to make their courses more relevant and action oriented.
If the student is to be a junior social scientist and serve as change
agent ir his own right, greater attention must be given to the teacher's
role as change agent (see Chapter XXI, which focuses on teaching for
social change). Studants must be taught to think of the forces that
make for change and to evaluate and use those tools which will serve

society best and improve the future of man.

The Heart: Affective Objectives

| A second major category of objectives for teaching the New Social
Studies is that of the "affective domain”; as dessribed in Bloom's tax-
onomy. The teaching of values and the motivating to perform acts for
the “good of the order" will naturally draw considerable difference of

opinion among teachers because of the supposed danger of indoctrination,



or the inadvertent forcing of values upon the student rather than the en-
couragement of student thinking and valuing. In this area tgachers will
turn more and more to the humanities, religion, phiicsophy, ethics and

~ the fine arts as students seek to determine what ought to be and find
ways to actually become involved in carrying out their value judgments.
We must "1ink belief with behavior" if future citizens are to develop
healthy attitudes toward society ahd their fellow citizens. Commitment
to equality of ecéncmicvappartunity; to racia? and religious harmony in
a highly pluralistic society, to brotherhood and peace, will require all
the dedication and concern that can be mustered if these goals are to be
reached with success. The goal of world culture and civilization will
remain in the realm of Utopian scﬁémes unless schools, and social studies
teaéhers in particular, cahlsucceed in giving students the direction énd
fire to move them to intelligent action. The New Social Studies will
give increasing attention to this area of thought and action to fulfill
one of the age-old hopes of man, that of closing the gap between his
ideals and the hard world of reality.  (See Dyer's Chapter XIX on Teach-
ing Values.) ' |

As a corollary to value teaching, greater emphasis will also be

given to the careful study of other cultures and peoples to counteract
the effects of parochialism and ethnccentrism; Chapter IX and X are

included to illustrate this concept.

The Hand: Methods and Materials

Let us turn now to the hand, or means of implementing the goals of

social studies, Materials will be selected to assist the teacher in reaching
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those goals of the cognitive and affective domains described above.
Materials for history teaching will focus on .primary resources, giv-
iﬁg the student opportunity to use his own rational powers of inquiry
and to reach conclusions on historical quesfiﬂns In the behavioral
sciences such as sociology and anthropology, students will work more
and more with real data from library and community research and seek

in 1Tife situatians their problems for study (see Chapter XVII),

The ol1d single text approach.to the teaching of the social studies
appears to be passe. The words multi-media and multi-text (see

Chaﬁter XVI) appear more and more Freqqentiy in the literature on the
subject of teaching the social studies. The community will be used

. with increasing competence as a learning resource or laboratory, as
tééchers assist students to become involved with political and social
action groups fn their natural habitat. The New Social Studies teacher
must be know1edgeabie about the resources in the communify and must know
of persons with an ability to contribute to the students' basic under-
standing of the major issues of the community.

The teacher must also be armed with a host of concepts, general-
izatiéns and principles of each major social discipline which give struc-
ture to that field of study. These may or may not be found in a text-
boéki The teacher can no longer be a specialist in one FiéTd only; he
needs to understand how relationships cross fields of study, and to be
able to use books and references in several fields, combining their
techniques, generalizations and concepts in the solution of problems,

Social studies content will center on real issues. Thus news-
papers and current periedicals will be used with increased frequency,

supplemented by books which approximate in thair content the real
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problems of society. A good example here is the Public Issues Series done
at the Harvard Social Studies Project. A series of pamphlets helps the
student see a-prgb1em as it might arise in one of many communities across
the Tand.! One of these booklets, "Municipal Politics," concerns efforts
by some local citizens to secure a recreation park for the ghetcto area of
the community and tells of resistance they met from the more conservative
and reactionary leaders among their fellow citizens.

Students are permitted to live this and similar problems: by role-
playing, discussion, or actually becoming involved in similar problems of
their own community. After thinking:through the steps involved and seek-

ing the necessary tools to effectively carry out such a mission for social

plex questions.

There is a host of projects to assist the classroom teacher in
developing teaching strategies for modern social studies teaching. A
bibliography of some of these projects is included in Appendix "A" following this
chapter.
International Education

One of the features of the New Social Studies is the growth of
interest in fnternationaifsm and what has been termed "international edu-.
catian."l The concept is not new, but greater emphasis is being given to
if. Recurring problems of international scope continue to be major sources
of unrest and potential destruction. Courses or units on war prevention,
education for peace, and strategies for world order and law are currently
receiving attention from increasing numbers of social studies curriculum
theorists. Betty Reardon, education specialist with the World Law Fund of
New York, is Teading a movement to gaih greater recognition for peace and

e

1See Appendix. . /



war education, while R{chard Falk and Saul Mendlovitz, editors of a set of

. books entitled The Strategy of World Order, have assembled significant

documents to teach undergraduates as well as high school students concern-
ing world order_1

Increasingly political scientists are attempting to find ways to
translate the complicated Fieid of international politics and diplomacy
into the language and understanding of youth.

Courses in Juvenile law are finding their way into schools. Law
~ students are cooperating with schools to make case studies and eiementary
legal concepts available to young citizens (sée Chapter XVII Mazanec).

. The old saying attributed to John Dewey that "the student Tearns
best by doing" is given increased prominence and play in the modern social
studies classroom. Action, invalveméﬁt; commitment, volunteerism all give
weight to the claim of greater activity in the social studies class. Role
playing, simulation games, mock elections as well as carrying out specific
functions for local, state and national political parties are further clues
to the drift of change and involvement characterizing the new social
studies, A re:ent-pub1icatian of the National Council for the Social

Studies entitled Pramisinq Practices in Civic Edq;a;ian,z is a collection

an excellent source of ideas for student involvement.
~ Inquiry and problem-solving require the student to get involved

with energy and enthusiasm to carry through social action programs. It is

Tralk, Richard A., and Saul H. Mendlovitz. The Strategy of World
Order, Four Valumes, World Law Fund, New York, N. Y. 1966.

gNat1ona1 Council for the Social Studies, Promising Practices in
Civic Education, The Council, » Washington, D. C.



here that teachers should attempt to foster creativity and the spirit of
innovative tﬁinking among students at all levels. There are many wéys to
do things, and brainstorming as well as other creative activities should
be a natural part of the problem-solving, hypothesis-forming process.
There are highly %maginative and divergent thinkers in our cTassés who
might never know they have these capabilities unless teachers open their
eyes to their possibilities. Dr. Clark's chapter (Chapter VI) gives
special attention to the role of creativity in teaching and the methods
by which all teachers may get students involved in original thinking”anﬁ
developing new approaches to old problems and issues. |

The coming of the franchise to eighteen year-olds opens up a

chapter (Chapter XII) on the Indiana Government Project shows how at least
one group is getting students to become more active in the political arena.
Teachers with imagination can develop théir:ﬂwn tools and techniques to
a:camp]ish‘the goals of citizenship and political education in their home

communities. Creativity can operate at all levels of education.

Political Education and Civil Rights

Because of the great emphasis on civil rights and the use by
minarity groups of various methods to secure equality and justice for
themselves, children should be helped to develop an understanding of
‘what is meant by this term and what it means in terms of human needs,
suFFering; and actions. Human rights conmissions, civil rights and
other interested grDst are anxious and willing to let students become
involved with them in'attempting to secure equal Tegal and social rights

Tor minority groups.



14

Teaching for Social Change

Certainly one of the most crucial concerns of social studies edu-
cators today might be labeled teaching for social change. How can we teach
/ our youth to think intelligently about social change and to use their best 7
thinking in attempts to affect social chéﬂge in all areas? (See
Chapter XXI.) Social change is an essential part of any civilization, es-
peci$71y of one such as ours where new ideas and iﬁvenfions,suﬁface at a
dizzying.pacei Whole neighborhoods appear almost overnight, and families
move frequently. In some of the ghetté schools of large cities 1ike
Chicago and New York, we are told the student turnover in some cases is
reported to be 100 percent in one school year. In other words, a teacher
will end the year with a whole different group of students than those he

started with. In the book Future Sh@ck1 the author, Alvin Toffler, makes

a strong plea for educating all citizens for social ghangé to cope with
‘the rapid and pervasive evolutionary developments occurring in our social

order. If mankind is to deal effectively with his problems and stay ahead

Teaching fariSQCiaiiphangefThrcughgﬁhe Cultural Revolution

One of the more recent phenomena to appear as an alternate social
pattern or Tife style is the movement called by seveﬁa? names and charac-
terized by youth "dropping out","doing their own thing", developing their
own life styles and attempting to make the system more responsive to human
values and needs. Members of ﬁhe various gréups may live in what are some-
times called communes, are often on some kind of drugs, may -"rip-off" or take

IToffler, Alvin. Future Shock, Random House, 1970.
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- from the "straight" or traditional society whatever material goods they
need and 1ive a more carefree and what appears to be a less disciplined
social existence. Their major complaint is against what they call the
system, whfzh allows and even attempts to force its youth to kill, and
emphasizes material wealth and bureaucratic red tape while ignoring
basic human needs and simple justice,

Through discussfng such ideas and FDECES for change, youth may
come to grips with social change and learn to work out changes by %hati
aver 1egitimate means they may develop. Classroom teachers who openly ex-
plore crucial issues of this nature will be lively and relevant, and may

“make tremendous impact on the direction and quality of living for all.
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APPENDIX “A"

For the teacher who is interested in seeking further information
on Spacificlsubjéct matter projects or for his or her own grade Tevel the
projects Tisted here may serve as a quick reference for ordering and to

determine what materials exist on any givén subject or field.

Index

Directors and Project Location
Alden, Winthrop S. Mt. Greylock High School, Williamstown, :
Massachusetts. (History) viviiieeriiieiinevennernnronnnnin,

Anderson, Dr; Lee. Fore1gn Policy Association. New York C1ty
(World Affairs) e

Anderson, Wallace L. State College of ;owa_' (World Cultures) .....
Angell, Robert C. Univarsityraf Michigan. (Sociology) ...........
Arnoff, Dr. Melvin. Kent State University. (Comprehensive) ....... .
Bailey, Df; Wilfred C. University of Georgia. (Anthropology) .....

. Becker, James M. Foreign Policy Association. New York City. .....
(WDr1d Affairs) . ;

Berlak, Harold. Washington University, St. Louis. (Comprehensive).
Bernstein, Edgar. University of Chicago. (Campréhénsive) Ciereeas
Beyer, Dr. Barry K. Ohio State University. (World Cultures) ......
Brown, Dr. Richard H. Amherst College. (History) .....evevevs...
Buchanan, Dr. Franklin R. Ohio State University. (World Cultures)
Cole, Allan B. Tufts University. (World Cultures) ...............
Collder, Dr. Malcolm. ACSP, Chicago. (ANthropology) ............

Conroy, William B. University of Texas. (World Cultures) ........



Crabtree, Dr. Charlotte. University of California at Los
AngeTes (Geography) e et ee s aatere sttt tanan s

Davis, 0. L., Jdr. University of Texas. (Comﬁrehensive) R
Easton, David. Stanford University. (Civics-Government) ......

"E1190tt, Richard W. Westfield Public SchoD]s, Westfield,
' Massachusetts. (Geography) ..vieviiievnsns Ceebresaeaciianes

English, Raym@nd} ERCA, Cleveland, Dhio. (CgmprehensiVE) ciees
Fenton, Dr; Edwin, Carnegie-Mellon University. (Comprehensive)
Fox, Dr. Robert S. University of Michigan. (Comprehensive) ...
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CHAPTER II

By S1dney J. Drumhe11er

The term "general education" has been used for many years to de-
fine the Facus of the elementary and junior high schog1 It implies a
bas1c education needed by the young Amer1can to T1VE in today's WQer
A genera1 education should nurture specific social manipulative and
perceptual behaviors which will enable the Tearner to pull his own
weight in society and contribute to the general welfare in a manner
which is self-enhancing and satisfying. General education refers to
the developing of specific behaviors needed by citizens in all wa]ks
of Tife. As the school child matures and narrows his vocational per-
spectives, his curricular emphasis changes from the training of a citi-
zen to the training of a vocationally competent citizen.

Consider the following two teacher comments regarding the ob-
Jectives of a forthcoming éegment of instruction:

T. This year I'm going to concentrate on teaching about the way
in which pub]ic;dia1cg and débate have served to make ours a truly repre-
sentétive deﬁccr@cy.

2. This year each of my students will participate in a series of
problem-centered groups resulting in an ability to keep such a group on a
fapic, reduce the threatening member behaviors and guide the members toward
a mutually satisfying group consensus.

Both the objectives imply that the speakers recognize the need

for dialog in a democracy. The first teacher however is working for some



vague appreciation of the value of dialog; while the second is actually
building group discussion and leadership skills. The appreciation skills
will grow out of the second teacher's eff@fts, but the discussion skills
have no PE]itibﬂSh%D to the first ﬂbjectﬁve. Generai education should
not focus on the vague but upon essential, non-vocational behaviors.

The first teacher's objective is academically oriented and an-
nounces what he will do during the unit. The other téaéher's objective

- 1s student oriented, and focuses upon the personalized conceptual behav-

objectives as nearly identical, the writer maintains that they are poles
apart. Their demands on the teacher, their demands on the learner, aﬂd=r
their functional value to the Tearner, are distinctly diFFéfent. bhile
the first demands Tittle of the teacher cthér théﬁ the pouring out of
knowledge, the Tatter requires the synthesizing of old behaviors with new
Tearnings, so that the learner ﬁesponds with integrity as a whaié person.
Specific adaptive behavior patterns are nurtured which culminate in an
integrated, self-fulfilled person.

This chapter provides for the teacher a global perspective of
social studies objectives with respect to the behaviors needed by the
citizen to Tive in his social world. Armed with such a perspective, the
teacher can weed the irrelevant from the curriculum a@d get to the task
of social education.

Every state, city, and large school district in the nation has
at one time or another pledged its allegiance to a written collection of
social studjes objectives. Some of thesé statements emphasize masfery
of an academic discipline, while others focus on the development of a public=-

spirited citizen. Nevertheless, nearly all the objectives are phrased in
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terms of intellectual concept deve]opmeﬁt rather than of specific inter-
personal or individual-institutional behaviors.

In Handbook for Social Studies, the Association of Teachers of

Social Studies of the City of New YGFKT specifies the following purposes:
From the social studies experiences tlie student should qain:

Experience in Cooperation

Appreciation of the Cultural Heritage
Intellectual Curiosity and Critical-Mindedness
Respect for Accuracy and Suspended Judgment
Intellectual Humility and Tolerance

Ability to Think Clearly _

Love of History and Allied Subjects

These objectives are a mixture of attﬁtudesi experiences, énd ﬁsych@]QQ%ca]
states. Their vagueness makeéiit unlikely tbaﬁ any educator will éttémpt
to flesh them out. No terminal behaviors gﬁe,definedi

The Civic Education PPDjéCtE sponsored by the National Council for
the Social Studies defines its objectives in terms of twelve citizenship j
goals for a new age. The first two call for development of "a cit%zen

who believes 15 both Tiberty of the individual end equality of rights for
all, as provided by the Constitution of the United States", and "a citi-
zen who recagnizes:that we Tive in an 'open end' world, and is receptive
to new facts, new ideas, and new processes of 1iving." The twelve goals
emphasiie intellectual constructs which are easy to evaluate with well-
constructed essay questions, yet by-pass the overt citizen-related be-
haviors required for Tiving.

"The Committee of the National Council for the Social Studies®

: TThe Association of Teachers of Social Studies of the City of New
York. -Handbook for Social Studies Teaching, Third Edition. New York:
Holt, Rinehart, and Winston. T967.

ERQSETTE, Daniel. ,"Citizenship'GQaTS for a New Age," Social Fdu-
cation. October 1966, p. 415-20. :

3committee of the National Council for the Social Studies. "The
Role of the Social Studies," “Social Education, October 1962, p. 315-27.




classifies its concerns under four headings -- the behaviorsl neads in a
free society, the beliefs of a free people, the rcle of kﬁgw1edgé, and

the role of abilities and skills. This package contains the germ'gf a
behaviorally-oriented curri@u]ar base. It falls short, however, because
the whole focus is on the making of an adult citizen. When the seventh
grade teacher finds that he cannot evaluate the child's behavior by adult
standards, he reverts to the academic objectives he can evaluate with a
paper and pencil test. The learner soon recognizes that the only perform-
ances which really count in the classroom are those on fhe written exam-

inations.

The Learner's Perception of His World

Figure I portrays the learner in a democracy, looking at his
world. In some cases he Tooks at it with fear and trembling, in some
cases with indifference, in some cases with enthusiastic anticipation.
These are emotional reactions. The learner also has some skills which he
can use to manipulate his world. He also has supportive concepts or
handles which he can use to solve environmental problems with which he is
confronted, These cancepts and skills have an effect upon the way he pef—
ceives his world. If he is able to cope with his world, he is much more
likely to perceive it as friendly and supportive. If his skills and CDn;

cepts are inadequate, he's much more iikely to be fearful of the world

which he faces. The self-centered world of this Tearner is at the center

of three concentric circles. The first circle, and by far the most im-
portant to the child or adolescent, is concerned with his’reiationships
to individuals -- peers, adults, or smaller children. In America we place
great emphasis upon social concerns. The child grows up with this per-

spective. A child-unable to cope with the individuals with whom he is
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periodically confronted is 1ikely to see this as an overwhelming problem,
and will be unable to tackle more remote or more long-range social prob-

Tems.

The second circle focuses on the child's problems related to his
living 1in the culture's institutions -- the family, the school, the neigh-
borhood, the adolescent culture, the church, etc. As many of our institu-
tions are currently in transition, the child needs help in developing
perceptions of the institution, its relationship to him, and its future role
for him and for his society. The young today are angry at, and frustfated
by, the culture's institutions, and teachers often find it easier to join

the iconoclasts rather than administer therapy.

The third circle is concerned with the individual as a member of
diverse democratic institutions, coﬁcerned with influencing more remote
institutions. Ours is a representative democracy where an fndividualg as
a member of a collection of pressure groups, exerts appropriate pressures
to bring Changés in society which will hopefully benefit both himself and
the larger society. The reader will probably ask why we should even be
concerned with problem-solving at this level. However, close examination
of our social studies programs in the public schools will reveal that this
has been our major thrust for some time. We EPE-CDHCEPHEd with stopping
water and air pollution, stopping the war in Viet Nam, strengthening. the
United Nations, reducing racial tensions, etc. These concerns tend to
focus the child's attention .for at least an hour a day on causes which he,
as an individual, can do Tittle about. At the same time we are withhoid%ng
insigﬁts which could serve as useful tools in solving his more pressiné

problems.



2l

The question which now needs answering is: '"How does this objective
orientation incorporate the positions of both the disciplined-based programs
and the cross-discipline based programs of the new social studies?" Figure II,
Bridge Building in the New Social Studies, portrays. the Tearner standing in
a concrete world of real life prébTems and %rustratiOﬂs Tooking sdmewhat
bewildered over to the disciplinarian -- the keeper of the comp]ex; problem-
solving tools of his culture. The disciplinarian is building toward the
learner, the Tearner is bui]aing toward the disciplinarian. But the teacher
straddling the abyss has a foot in each camp, and is trying to provide a
medium for communication between the estranged.

The concern of the new social studies for relevance, for inquiry,
and for involvement, testifies to the relevance of the predicaments'pors
trayed in Figures I and II.

While the concern of the new social studies is with the student
and his problems there is still a considerable disagreement regarding
which of the circles should get the priority. The disciplinarians tend
to be concerned with the structures of, and change processes of, the more
remote institutions, &hereas the cross-discipline advocates might be more
inclined to favor the inner circles.

We can summarize, then, by saying that the chief concern of the
public school social studies program is the development of specific social
behaviors. These behaviors should enable the learner (1) to readily en-
gage in mutually satisfying inter-personal relationships with members of
his peer group and the larger society, (2) to participate actively and
effectively in the list of his culture's institutions, acting deliberately,
systematica]]&, and in an effective fashion to change institutions not

meeting the needs of society and its individual members, and (3) to deal
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effectively, both as an individual and group member, with the other social
and the 1ives of the participating members enhanced.

Development of such behaviors is the aim of the second teacher
quoted above - the one whe focuses on group discussion sl'#11s. His ob-
jective is to elicit certain behaviors from the student, not to pour in-

tellectual concepts into the student.

The Nitty-Gritty Objectives

The accompanying chart, Figure III, although not exhaustive, goes
a Tong way in specifying the behaviors essential to the learner in *he
1970's. The four dimensions of concern overlap but nevertheless need

individual attention. The first refers to the global social behaviors

required for Tiving in society. Second are the concepts which the aver-

age student needs to tabricate social behaviors. Third are the intel-
Tectual and motor skills he needs to perform the behaviors. Fourth are
the attitudes which trigger the performance of the behaviors. Although
it might be possible to develop the global behaviors without some of the
concepts and skills, the process is considerably easier for most students
if they have a good grasp of bofh concepts and skills. The attitudes,
though often neg]écted, are essentiaif

The global behaviors related to inter-personal relationships are
shown in the upper left column of the chart. Thﬁs section is concerned
with encouraging the individual to take part in mutually rewarding rela-
tionships. Sometimegzthe student needs to acquire skill in playing yames.
Sometimes he needs new insights made possible by intellectual constructs.
Both these tools can help to modify his :behavior. Always, however, he
must be committed to the behavior with an attitude. If he is not, the

behavior is not likely to occur.
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GLOBAL OBJECTIVES FOR-A SOCIAL STUDIES CURRICULUM (K.9): BEHAVIORS WHICH ENABLE THE LEARNER TO LIVE WITH PEERS, TO LIVE
IN HIS CULTURE’S INSTITUTIONS, AND TO NEGOTIATE EITHER AS AN INDIVIDUAL OR AN INSTITUTION MEMBER WITH OTHER MORE

REMOTE INSTITUTIONS WHICH INFLUENCE HIS LIFE,

GLOBAL SOCIAL BEHAVIORS

INTERPERSONAL RELATIONSHIPS: THE LEARN-
ER WILL: Appraise the adequacy of his interpersonal
social relationships and contrive a plan for establishing,
and establish, adequaie social relstionships with associ-
ates in each of the {ollowing groups who are:

cu'turally appropriate 10 his sex,

appropriaté 1o his development level,
sel{-cnhaneing, and

either neutral or beneficial to the larger
society: .

R

PEERS OF OWN SEX
PEERS OF OPPOSITE SEX
ADULTS

REPRESENTATIVES OF,
CULTURE'S INSTITUTIONS
WHICH HE IS5 LIKELY TO
CONTACT

INSTITUTIONAL RELATIONSHIPS: THE LEARNER
WILL: Appraise the adequacy of his ability to deal
suecessfully with eultural institutions with which he is
affiliated and contrive a plan for establishing, and
establish, funetional relationships with each of the
following institutions and/or comj:onents which are:

1. - eulturally appropriate to his sex,
2. appropriale to his developmental level
3.  self-enhancing, and
4, either neutral or beneficial o the larger
sociéty:
FAMILY
SCHOOL
NEIGHBORHOOD

LAW AND MORES3
FOLKWAYS

SPIRITUAL
INSTITUTIONS

DEMOCRATIC
GOVERNMENT

PUBLIC PROPERTY
OTHER CULTURES
OTHER GOVERNMENTS
PRIVATE ENTERPRISE
PUBLIC ENTERPRISE

RELATIONSHIPS BETWEEN INSTITUTIONS: THE
LEARNER WILL: Appraise the adequacy of his ability
to affect the policy of the institutions to which he
belongs and contrive a plan for, and remedy, his
institutional behaviors so that the institutions will deal
more effectively with other institutions with overlap-
ping and conflicting interests:

1. with a degree of proficiency appropriate to
his developmental level;
in a manner which is self-enhancing;
the resullant of which is either neutral or
. beneficial to the larger society,

LS

Aruitoxt provided by Eic:

N

SKILLS

THE LEARNER WILL: Exhibit skillsin
each of the following media with a
competence appropriate to his sex and
developmental level:

IN GAMES

IN GROUP PROBLEM-SDLVING
IN DRESS AND GROOMING

iN SO0CIAL COMMUNICATION
IN SOCIAL GRACES

IN INSTITUTIONAL RITUALS

AND ACTIVITIES
IN GROUP PROBLEM-S50LVING
IN DRESS AND GROOMING
IN SOCIAL COMMUNICATION
IN SOCIAL GRACES

THE LEARNER WILL: Exhibit skills in
~ach of the following media with a
competence appropriate 1o his sex and
developmental level:

IN GAMES

IN GROUP "SOBLEM-S0LVING
IN DRESS AND GROOMING

IN SOCIAL COMMUNICATION
IN SOCIAL GRACES

IN ECONOMIC TRANSACTIONS

TWEEN ACCEPTABLE AND
UNACCEPTABLE BEHAVIOR

IN EMPATHIZING WITH
INSTITUTION'S WAYS

IN USING CHANNELS TO
INFLUENCE POLICY

IN USING INQUIRY SKILLS,
MASS MEDIA, MAPS,
CHARTS, GRAPHS, ETC,,
TO COLLECT INFORMA-
TION, ORGANIZE AND IN-
TERPRET ABSTRACT IDEAS

ALL ABOVE SKILLS ARE RE-
QUIRED,

CONCEPTS

THE LEARNER WILL
DESCRIBE:

The importance of so-
cial contaets in human
living.

The importance of szi-
entific advancement
and education on ways
of tiving,

The effect of moral
and spirftual  values
upon human behay.
jors.

Ways of improving
family life, community
living, and nstional
and international wel-
fare.

The ways in which
gcommunities, states
and nations are becom:
ing increasingly inter-
dependent.

CWILL:

ATTITUDES

THE LEARNER
WILL: Inhibit respon-
ses in a group which
will be either self-de-
flating, threatening to
others, or prevent the
group from reaching
its goals.’

THE LEARNER
WiLL: Maintain his in-
tegrity by dressing,
speaking and behaving
in a manner which is in
harmony with his val-
ues and acceptable to
the larger society.

THE LEARNER
WILL: Actively sup-
port the aspects of his
culture's institutions
which contribute to,
and move to.modify
the aspecis which inhi-
bit, the welfare of its
members as well as the
welfare of those indi-
viduals influenced by
the institution.

THE LEARNER
ldentify with
and participate in insti-
tutions which support
his interests and val-
ues.

THE LEARNER
WIiLL: inhibit behav:
iors which violate his
integrity and commit-
ments to the institu-
tions.
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The social world of the child is organized here under three head-
ings: inter-personal relationships, relationships with his institutions,
and relationships toward other institutions which result from his member-
ship in his own institutions. If the social world of the child were to

be viewed differently, the objectives might take another form, yet pro-

Adapting the Objectives to a Grade, Age, or Developmental Level

In any blueprint of objectives for 1ife behaviors, we encounter
the same difficult problem -- that of defining the criteria for evalua-
tion of a pupil's performance. The problem is somewhat obscured by our
practice of wading through chronologies of America in the fifth, eighth,
and eleventh grades, and of chronologies of the world in the fourth,
sixth, and tenth grades. In such courses we avoid the problem of ap-
praising the learner's abi]%ty to perform social behaviors by asking him
instead to tell time by the chronologies we have presented. Thé student
gets only one chance at this "concentration game". éince the test ap-
pears immediately after the'gamé5 his gaming skill can be readily judged.

However, if we wish instead to appraise the ch{]d‘s ability to
establish healthy social relationships with his peers, we need other
criteria. We must consider his developmental 1eve1 and, in some cases,
the peers he has available. A boy Tiving in a rural area might find that
the only.available peers are a boy three iears younger and a giri three
years oidér. The skills needed to adapt to this situation are quite dif-
ferent from those requiredvcf a-boy with peers of the saﬁe age in the inner
city. The effective teacher must be alert to the varying social needs of
each child aﬁd must modify instruction and evaluation procedures-tc meet

~these needs.
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A checklist is one approach to identifying the needs and ap-
praising the progress of a class. To use this technique, the teacher
would have to be competent in appraising the adequacy of social behav-
jors of the age level with which she was working. (Such ébi?ity should
be a requirement for entry into the teaching profession.) A partial
checklist follows which could be adapted for use at various Tevels.

" The second method of evaluation of social behaviors is much more
difficult and might require the services of a professional testmaker.
This method calls for precise descriptions of expected behaviors along

a developmental sequence. Timetables have been constructed for loco-

ment, and many others. These timetables have been based upon the occur-
rences of the behavior in large population samples.

Let us suppose that a middle school conducted a étudy defining
~ the typical behaviors found in fifth, sixth, seventh, eighth and ninth
grade children in small group discussions, after all the pupils had re-
ceived rudimentary training in the technique. The distinctive behaviors
characteristic of each grade group (which are for the most part age
groups) can serve as an instrument for scaling achie&ement, Separate
scales could be déve]oped according to sex, cultural level, etc., if the
differences seemed significant.  As the group discussion medium is used
more freguently, and as the caliber of pupil performance improves, new
scales wéu1d have to be built.

Let. us consider a seventh grade social studies teacher, blocking
out a year's objectives for members of a class, Let us éSsume that the
cumulative records of the class are truly records, and contain the answers

the teacher needs about each child's progress. Perhaps the first question



Directions

Place an "x" on each 1ine to indicate the individual's relative position.
To what degree (compared to peers) High Average Low
is the learner able to:

1. Competently play the following games:

2. Play the following games in a manner
which is socially enhancing to both
himself and the other players,
3. Play a contributing role as a member
of a small problem-centered group
discussion. e _
4. Play the group discussion game in a
manner which is socially enhancing
to both himself and the other group
members . _ .
5. Establish mutually self-enhancing
~social relationships with the male
peers during activity perjods (etc.)
in school. - )
with female peers in
school. —
6. Establish mutually self-enhancing
social relationships with male .
- peers at home, o o
.+ . With female peers at
home. -
7. Use learned guidelines and prin-
ciplés to modify his social be-
havior in structured classroom
situations? -
in unstructured situations? B B




he will ask is, "Are his relationships with peers and adults mutually
satisfying at a Tevel commensurate with his ability?" If the answer

s "yes", then the teacher can ignore development in this area for a
time, because society will tend to reinforce these behaviors in the
;Hi1d's day-to-day 1iving. If the answer is "no", the teacher must
analyze the behavioral shortcomings of the child and provide exper-
fences to remedy the situation. If the boy cannot play baseball,
basketball, football, etc., well enough to participate with his friends,
he must either learn these skills or learn a compensatory set of behav-
iors which can provide a medium for social satisfaction. It is the
social studies teacher's responsibility to help the learner acquire the
skills he needs for social deve?bpment_ The;same‘app1ies to his ability
to perform graciously in a-prob1em=501ving group, in conversation, and
in grooming himself for a social gathering.

Another sfudent's problem might 1ie elsewhere than in the realm
of inadequate skills. His attitudes or conceptualizations might not be
sophisticated enough to enable him to adapt suscessfu]]y. If this is
the case, then the teacher must concentrate here.

Fortunately there is much overlapping of problems, so many of
them can be attacked with large group instruction. When the problems
are restricted to one or tWQ persons in the class, programmed self-pacing:

. !
materials are often available and effective. When these fail, individual

Professionals within a school system can devise objectives, cur-
ricula, and evaluation procedures which really speak to the needs and
achievements of the local community.

The "starter set" of behavioral objectives defined here can help

in developing a vital curriculum.



PART II
STRATEGIES FOR VITALIZING THE NEW SOCIAL STUDIES

In Chapter I, a number of the distinctive characteristics of the
New Social Studies were delineated and explored. While it would have
made a very useful encyclopedic resource to have collected papers de-
fining the nature and scope of each of these innovations, neither the
social studies conference nor this book had room for such an exhaustive
development. Each package of materials found in Parts III and IV exem-
plifies one or more of the characteristics. For instance, the inquiry
approach is used ig both the Field Enterprises Asian Study Program
(Chapter IX, and in the Holt, Rinehart and Winston history materials,
Chapter XI); simulation games are used in the High School Geography Pro-
ject (Chapter VIII); and creative activities are a major concern in the
MATCH Project (Chapter XVII).

In Part II, three views zre taken regarding the most appropriate
strategies to use for vitalizing the'sociaT studies classroom. The first
is concerned with the learner motivated from within -- the approach taken
by Keller. The second is concerned with the tea;her and the self-analysis
techﬁiques he can use to examine his classroom behavior and improve his
éffectiveness == Mr. Moore's épprcach- The third perspective is concerned
with teacher-pupil interaction procedures which cén be used in the class-
room to stimulate meaningful student invc?vement and behavior change --
the Ratcliff and the Clark approaches. The classification is certainly an
over-simplification of the positions taken by the authors, for both Keller
and Moore are also concerned with student interaction and Clark is very

much concerned with the inquiring creative student.
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Marion Evashevski in Chapter VII provides us with a strategy
incorporating both individualized instructional procedures and a systems
apprgaghvto instruction. This Westinghouse Program for Learning in
Accordance with Needs (PLAN) provides for the diagnosis of a child's
learning needs and uses published materials from all over the country
in its prescriptions. This is a monumental undertaking which the whole
social studies world should be observing carefully. If Westinghouse
could get all published material into its retrieval system it would
have an invaluable tool and resource for the teacher planning instruc-
tion for a large group, for a small group, or for an individual.

Clair Keller's "The Use of Inquiry Models in Teaching United
States History" criticizes many of the packaged inquiry programs found
on’ the market today and argues for a-more open-ended inquir& nurtured
by a sensitive teacher who knows the child. Keller describes how a
teacher can use some of these models in the classroom, gradually weaning
the child From.dependence upon the teacher for the course of learning.

Kenneth Moore in his chapferg "Instant Replay for Teachers", des-
cribes six coding schedules which can be used to analyze tape recorded
portions of a lesson in a classroom. With these techniqués the teacher
can analyze his questioning procedures, the characteristics of his;reﬁ
sponses to student sfatements, the general characteristic of his "teacher
talk", the general pattern of teacher and pupil talk in the classroom,
the way in which student experiences are used in bui]ding of new concepts,
and the way in which his interaction patterns change from week to week
in his classroom. The emphasis here is certainly on what thé teacher
does, |

Roger Ratcliff's paper, "Behavior Modification and Operant Con-
ditioning Techniques," points out how the operant conditioning techniques

of B. F. Skinner can be used effectively in the classroom.



Mr. Clark, director of a federally funded project -- IMPACT --
describes some of the project's findings and recommendations in the
chapter entitled "Creative Teacher-Student Interaction." While
Mr. Ratcliff has been more concerned with the deveioping of specific
behaviors, Mr. Clark is concerned with the learner deveiopiﬁg unique

responses particulariy suited to his needs and abilities.
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THE USE OF INQUIRY MODELS IN TEACHING
UNITED STATES HISTORY
By Clair W. Keller

The newest method promising instant success in teaching social
studies; "packaged inquiry", does not seem to provide students with the
open-end experiences the term "inquiry" imp1fes_ In fact, inquiry, as
it is now becoming commercially packaged, actually prevents the student
from engaging in at least two essential and creative skills he must
Tearn in order to be inquisitive ard skeptical, a true inquirer. First,
by providing questions similar to those at the end of the typical chap-
ter in a text, the materijals stifle the opportunity to learn to ask ques-
tions; second, the materials Timit the scope-of investigation by selecting
the data from which a student is to draw conclusions. There is increasing

danger that, in the hands of many teachers, these new materials will be-

- come simply new textbooks rather than new methods of teaching.

It is possible for students and teachers through the use of
open-end questions to become truly engaged in creative inquiry -- the

process of explaining various relationships between social science phe-

nomena by developing inquiry models to ask the questions and related sub-

questions required to solve, clarify, explain or describe important rela-
tionships of social-science phenomena.

Before describing in detail the technique of model building .and
the teachin§ of history, 5et us examine briefly how one learns new ways

to teach, and then Took at the suppositions upon which this method rests,
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Successful teaching is contagious. This does not mean that when
we see something appealing we adopt it verbatim; instead the process is
one of mutation. One person's reported success serves as a catalyst, for |
what seems successful to one teacher may not work for another without
modification. The use of inquiry models in teaching history is not the
only way to teach_histgﬁy,’ngr perhaps éven the best way, but this éépraach
has provided me and I hope my students with some invigorating classroom
experiences. It has been an attempt to make history classes something
other than an exercise in regurgitation.

The rationale for this methodology begins with the belief that
the most important Tearning which takes place in a classroom is the way

it is taught--a Marshall McLuhan derivative. In Teaching as a Subversive

ity, Neil Postman and Charles Weingartner explain this belief.

"'The medium is the message' implies that the invention of a
dichotomy between content and method is both naive and dangerous. It
implies that the critical content of any Tearning experience is the method

or process through which the learning oc:urs,"]

In other words, what
students do in the class is what they learn. Postman and wéingartﬁer go
on to say, "Mostly what they do is sit and 1isten to the teacher. Mostly
they are required to believe in authdrities; or at least pretend to such
béiieF when they take tests. Mostly, they are required to remember. They
are almost never required to make observations, formulate definitions, or
perform intellectual operations that go beyond repeatinggwhat someone

else says is true. They are rarely encouraged to ask substantive ques-

1F’Qstman, Neil and Charles Weingartner, Teaching as a Subversive

ivity, (New York: Delacorte Press) 1969, p. 19.
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details."!

The second supposition which underlies this metthDTDgy states
that the primary objective of the social studies should be to provide
students with skills needed to explore and explain the relationships
between various kinds of social science data. To quote again from

Teaching as a Subversive Activity, the purpose of education should be

to equip students with "genuine crap detectors."
The third supposition upon which this method s based says

that the abavé objeéfive (crap detecting) can best be accomplished when
students and teachers are mutually engaged in the process. To be
mutually engaged in the process of inquiry demands that the teacher be
prépared to ask questions to which there-are no pat answers. To teach
students to ask such questions, the teacher's role must be changed so
that he, too, is eﬁgaged in a creative process of describing, explain-
ing, clarifying and evaluating the various relationships between data
in the social. sciences. Such an approach calls for a new honesty in
the classroom as class discussions shift from "question and answer" to
a mutual commitment of finding out. Think of‘the excitement and #eQEE
Tation when studenté discover that the teacher also wants to learn. It
could be contagious, perhaps éven subversive.

 Model- building focuses primarily upon acquiring the skills

necessary for a systematic approach to ihvestigatian.z

1Ibid.
Zshlesi‘:g Edith. Developing Skills in the Social Studies (Un-

published background paper #12, Project Social Studies, University
of Minnesota, 1965) is an excellent discussion of such skills.




MODEL BUILDING OBJECTIVES:
1. The studen£ will be able to systematically investigate

problems by:

a. defining terms to state precisely the prob?eh under in-
vestigation

b. asking questions and related sub-questions which when
answered elicit the data necessary to solve, explain, clarify or des-
cribe the problem under investigation |

c. determining what data best answer questions and related
sub-questions required to solve, explain, clarify and describe the
problem under investigation

d. speculating as to possible sources of data

e. selecting best sources of data N

f. locating sauréés of data

g. relating available data to questions aﬁd related sub-’
questiaons |

h. drawing generalizations about the problem based upon

available data.

2. The student will be.able to formulate the test hypotheses by:
a. clarifying and refining hypotheses
b. asking questions and related sub-questions which when
answered elicit the data necessary to sustain the hypothesis
c. determining what data best answer questions and related
sub-questions required to sustain the hypothesis |
d. speculating as to possible sources of data

e. selecting the most appropriate sources of data
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f. Tocating sources of data
g. relating available data to quest%ans and sub-questions
h. comparing data found w{th data desired
1. determining whether sufficient data are available to draw
a tentative canﬁ?usian as to the validity of the hypothesis
| 3. The student will be able to summarize the main ideas of an
hist@ricé? interpretation. |
4. The student will be able to identify the author's frame of
reference by relating the summary of an historical interpretation to
what is required to,sustain an hypothesis or solve, explain, clarify or
describe a probiem. |
5. The student will recognize the tentative nature of conclu-

sions drawn from modes of inauiry.

The affective goal of model bui]dﬁﬁg might be described as de-
velopment of a healthy skepticism toward the ability of any system or
technique to adeéuate?y solve, explain, ciarify or describe problems in
the social sciences. The real problems in our society, such as race
relations, pPESEFvatiDn of environment, and population control, cannot
be solved by rational paradigms because they require people to change
basic assumptions about the nature of man, the purpose of society, etc.
Many of the crucial issues which confront us today are value issues;
the best contribution that the social sciences can make is to help people
recognize that they are value issues. Students need to understand the
Timitation of inguiry. They need fo realize that while the purpose of
inquiry models is to narrow the gap bridged by assumption, thét gap still

exists. The purpose of inquiry is to measure the extent of the assumptions



used and to recognize that conclusions about the validity of an hypothesis,
a clarification of a relationship between social science data, or the solu-
tion to a problem, result more from circumstantial than actual evidence.
Model building, therefore, should strive to develop the F@T1owing»attis
tudes:] '
15! The student is wi]iing;to-:hange conclusions if confronted with
contrary data. |
2. The student is skepticé? about descriptions, clarifications,
explanations and solutions prévided by social scientists.
3. The student will be willing to accept that his or her beliefs

rest upon certain values and assumptions.

The inquiry method, while not new to good teachers, is at the core
of the new social studies materials now flooding the market. The mode of
inquiry developed by the Carnegie Curriculum Center héadeﬂ by the historian,
Edwin Fenton, is perhaps the most useful for history and provides ghe point

of departure for model buﬂding;2 (See Appendix 1.) This mode of inquiry

seems deficient in several ways. First, it presupposes that the only way
to inquire is to test hypotheses; investigation should be more open-ended.
Model building focuses upon deciding what data will be needed, determining
possible data sources and selected Féievant datai- The other steps indi-
cated by the Fenton mode of inquiry are not necessarily omitted, but are
- modified and rearranged so that students become more involved in determining
. the requirements to solve, describe, clarify or explain the subject under

Tone presenter at a meeting of the NCSS called this writer a cynic
because he questioned the ability of inquiry models to get everyone to -agree
to a rational solution of a problem. Such faith in reason belongs to the
18th and not the 20th century. S

Q 2Fenton, Edwin. ‘The New Social Studies (New York: Holt, Rinehart
ERICnd Winston, Inc., 1967), pp. 16-17. |
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investigatién, Because thére is a difference between testing hypothe-
ses and investigating questions, two different inquiry modes should be
used. (See Appendices 2 and 3.) Another difference between the Fenton
mode of inquiry and the hcde? building approach is that the latter pro-
vides a greater opportunity for Studéntg to establish what data are re-
quired in a particular instance. Because thié appfoach Tends itée?f to
Spécuiatién, student involvement is much greater. It is a less mechan-
istic procedure. The student becomes a thinker and not-merely a data
gatherer.

When students engage in model building, they must sense the mood
of inquiry. As mentioned previously, the best way to accomplish £his is
for the teacher to become an inquirer as well. The ability to ask the
right questions is at the center of inguiry and good teaching. Yet class
discussions are usually a one-to-one exchange between teacher and student:
One question asked, one question answered. The argument so often offered
to justify such a catechism is that students must know the “facts" before
they can think. Even granting this dubious assumption, few teachers ever
get beyond the first stage of "fueling the rocket." Most social studies
teaching stops at.the point where it should be beginning. Most energy in
the classroom ought to be spent Dn'Stage'Two, getting the rocket into
orbit. To accomplish this, the role of the teacher must be changed from
that of information giver to that of prober, innovator, arranger of TEarning
experiences and inquirer.

The most difficult task in model building is to get students to
understand the process, They need to learn how to ask the kind of gues-
tions which}wiTI enable them to gather the data needed to accampTish the

investigation. One way to introduce this process is to probe the several



factors tHat one. would consider in determining the cause of an auto-
mobile accident. Such a probe can begin by 1isting possible causes

(hypotheses) for the accident. A Tist might include:

It was caused by poor road conditions.

It was caused by poor weather conditions.

It!was caused by the conditions of the vehicle.

It was caused by driver error,

It wasn't an accident at all but a deliberate act.

It was caused by driver error and road conditions.

The next step is to determine what questions and related sub-
example, what is needed to cunclude that road conditions were respon-

sible for the accident? Such a probe might begin as follows:

Hypothesis: The accidentrwas caused by the road conditions.
I. Was there anything about read conditions that prevented the car
from acting na#mai?y?. |
 A. What kind of road conditions éause accidents? (What data are
needed to determine this?)
1. A stﬁdy showiﬂé the relationship between road conditions
and accidents. |
2. An analysis of road conditions at time of accidents.
=3i Information about road conditions when ECCidéﬂtSADCGUF.
B. Were any of thé road conditions established above present at
“the time of the accident? (What data are needed to establish
this?) |
1. Weather conditions prior to and including the time of the

accident.
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2. Statements by those present about the conditions of the
roads. | |
II. H6u1d the car have acted normally if road conditions had not been
what they were?

A. Did other cars use the road at the “ime of the accident?

This is a simple and partially completed model, yet it allows
students to draw upon their own experience and observation to establish
some sophisticated questions about the naﬁure of causation.
mode! building begins by selecting a tcpié for investigatiéng Topics can
bevchﬂsen by students or teacher. Student involvement, not the particular
topic, is the key to student interest. It is the approach which makes the
class relevant to students. For purposes of demonstrating this approaghs
to inquify, the causes of the American Revolution will serve as the "medium"
~ through which the "message" will be explained.

Since there are two ways to build models--hypothesis testing and
the more open-ended investiéation==it is necessary to select which m~de
best suits the class situation. Hypothesis testing was ekaained earlier,
so the more Dpenééndéd approach will be demonstrated here.

In order to state more precisely what is needed to determine the

causes of the American Revolution, the question is divided into two parts.

First: What happenéd to make a Targe number of inhabitants in
North Amerita decide to change their status or relation-
ship with Great Britain in 17?5&1776? -,

Second: Why were the issues involving the status of the Colonies

with regard to Great Britain not resolved paaceably?



Model building on the first question begins by considering the general
question: What do we need to know -- data -- %n order to explain why the
colonists decided to change their existing relationship with Great Britain?
{See Appendix 4 for the entire model of questions and related sub-questions.)
The pufpase is to refine the model until questions are asked which can be
answered by data. The first such question in this example is: What did

.the colonists believe was the proper political status between themselves

and Great Britain?

Having established the requirements for completing the investiga-
tion, the discussion turns to the kﬁnd of data needed to answer the ques-
tions, wé are not interested at this time in whether the data are avail-
able. Hence the discugsionsis partly speculative apd Dpénaéndedebecauseg
we are interested in.data which students believe are necessary to determine
the causes of the American Revolution. The purpose is to establish an ideal
standard, aTthough the staﬁdard might véry with each studéﬁt_ Forefhe
question: What did the colonists believe was thé proper political status
betwéen the Colonies and Great Br%tain?" A student might decide that a
'poll which covered a wide cross section of colonial opinion might be the
most desirable data. Now such information may not exist, and probably
doesn't, but the student should be skeptical of any data which do not
- approach that standard. %he further the available data recede from
the desi?ed scienti%ﬁc pa]],rth2'1arger the data gap, and the greater
the leap of faith. The teacher can help by suggesting other sources of
information.. The discussion also focuses on the validity of sources.

Next, the class, either individually or by diyiding the tasks,

* gathers data for the model, One aspect of data gathering is comparing
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what exists with what is needed and in many cases expusing the "data gap."
Hence, many éuestionsvwiTT remain either unanswered or inadequately ans-
wered. This serves to illustrate the problems of reconstructihg the past.

Model building can be a focus for sevefa? class sessjons, perhaps
‘require such extensive uéeg The important thing is to give students
practice asking and answering inquiry-oriented questions. One simply
pauses during a discussion and engages students in model building by ask-
ing: |

What do we need to know in order to establish, for instance, who
was féSpénsibTé for the Boston Massacre? -

What infakmatiﬂn would satisfy the above requirements?

Where can such information be found?

With this technique the feacher also may probe beneath the surface
of student opinion by discussing what is required to determine the validity
of statements méde in class. In addition, models can serve as useful tools
for evaluating different interpretations of the subject. As students read
an interpretation of the causes of the American Revolution, for example,
they can determine thé parts of the model emphasized and/or omitted by
the historian. If one or several students concentrate on one historian's
view and then shére their findings with the class, a wide range of interpretaf
tions may be covered.

| How can you determine whether students can build inguiry models? -
It is passib?é to devise an exam‘which tests this ability. A quotation
is given which states a pasition on some part of the topic under consider-
ation by the class. Students are asked to develop a model to test the

validity of the quotation. Their answers are to consist of four parts:
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1) Make a statement about the validity of the quotation;

2) Determine what questions, when answefedg vould tell you
“what you need to know in order to support your statement about the
quotation; |

3) Discuss the kind of information you believe would best
answer the questions asked in part two and indicate possible sdur:és
of that information;

4) Discuss the information you @ave read which answers the
questions asked in part two and make specific references to authors and -
articles. |

The 1inquiry model approach can easily be adépted to different
forms of instruction. Used in individual instruction, it enables a
student to do two things: First choose his own topic; secénd, develop
his own model at his own level of sophistication. Group work may be
more feasible, however, because it better providés for interaction be-
tween student and teacher and among students, as well as affording the
opportunity for variety. Because data from all the social sciences are
useful for evidencing, this method makes péssibié a true inter-disci-
plinary approach.

A new technfque, no matter how effective, should not be employed
exclusively. Social studies teaching should be more écTecti; than'thati‘
The procedure suggested here is flexible enough to allow teachers to use
as little or aé much as students can digest. It can be implemented as
rapidly or as slowly as teachers desire. It can be the focal point fgr{
an entire course, a unit, or a day's work. The procedure can be adopted
by an entire school system which provides workshops and training for the

teachers, or by an individual teacher who, after reading this article,
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understands the technique. No new materials need be purchased, although

a good selection of primary and secondary sources is valuable. It is
possible to collect materials without a large investment. Current topics
which use periodical literature, for instance, could be accumulated easily.
What makes this proposal acceptable is that it focuses upon the art‘af

teaching and not, as do so many proposals, upon expensive gimmickry.

DEMONSTRATION LESSON: Use of Inquiry Model to Investigate the Question:

Who was responsible for the Boston Massacre?

Objectives: (For skill and affective domain see those 1isted previously)

Cognitive: |

1. The student will be able to identify the important individuals,
events and issues which characterized Boston at the time of the Boston
Massacre. | _

2. The stﬁdent will be able to evaluate the possible role which
individuals, previous events and fséues played as causes of the Boston
Massacre. | |

3; The student will be able to compare by citing 51m11ar1t1es
and dTFfEPEHCES between the individuals, events and issues which charac-
terized Boston at the time of the Boston Massacre and such contemporary
episodes as Kent State, Jackson State, Chicago during the 1968 Democratic
Conventioﬁ, etc.

* Activities:

1. Distribute a brief summary of the events surrounding the Boston

‘Massacre.

/
2. Divide class into several groups. Each group is to write out

on a transparency what is needed to determine who was responsible for the

Boston Massacre.



3. The transparencies are then shown to the entire class and
diséussed.

4. Groups are formed again and students are asked to speculate
as to the kind of data needed to answer some of the questicné raised by
models on the Boston Massacre. Each group is asked: If you could per-
form three miracles, what would you darto get the needed data?

5. The miracles are then compared and discussed as scuréés of
data. | | |

6. An example of an examination designed to test some aspects

of model building is then shown.



APPERNDIX 1

STEPS IN A MODE OF INQUIRY FOR THE SOCIAL STUDIES

Recognizing a problem from data

Formulating hypotheses

a. Asking analytical questions

b. Stating hypotheses

c. Remaining aware of the tentative nature of hypotheses

Recognizing the logical implications of hypotheses

Gathering data

a. Deciding what data will be needed

b. Selecting or rejecting sources

Analyzing, evaluating and interpreting data

a. Selecting relevant data

b. Evaluating éources
1) Determining the frame of reference of an author
2) Determining the accuracy of statements of fact

¢. Interpreting the data

. * Evaluating the hypothesis in light of the data

a. Modifying the hypothesis, if necessary
1) Rejectiﬁg a logical implication unsupported by data
2) Restating the hypothesis

b. Stating a generalization
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APPENDIX 2

STEPS IN MODEL BUILDING:
TESTING AN HYPOTHESIS

I. FORMULATING HYPOTHESES
1. Listing possible hypathESES
2. Selecting an hypothesis for testing
II. ESTABLISHING REQQIREMENTS FOR TESTING THE HYPOTHESIS

1. Determine what questions must be answered to support
the hypothesis

2. determine what kind of data are needed to answer
questions raised by requirements

3. determine possible sources of data
ITI. GATHERING DATA

1. Investigating various sources (primary or secondary)
to determine if desired data can be found

2. selecting relevant data
3. eva1uat{ng data
4. relating data to requirements
IV. EVALUATING THE HYPOTHESIS IN LIGHT OF DATA GATHERED
1. comparing data found with data desired

2. determining if sufficient data are available to draw
a tentative ‘conclusion on validity of hypothesis




ITI.

APPENDIX 3
STEPS IN MODEL BUILDING -
Solving, Explaining, Clarifying Problem
STATING PROBLEM
1. Defining Terms

ESTABLISHING REQUIREMENTS

‘1. Determining what questions must be answered to solve,

explain, or clarify problem

2. Determining what kind of data are needed to answer
questions raised by requirements

3. Determining possible sources of data

GATHERING DATA

1. Investigating various sources (Primary or Secondary)
to determine if desired data can be found

2. Selecting relevant data

3. Evaluating data

4. Relating data to requirements
GENERALIZING ABOUT THE PROBLEM

1. Comparing data found with data desired

2. Determining if sufficient data have been gathered to
generalize about problem
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APPENDIX 4
INQUIRY MODEL FOR THE CAUSES OF THE AMERICAN REVOLUTION

What happened to make a large number of inhabitants in North America
decide to change their status or relationship with Great Britain in

1775-1776? (What do we need to know -- data -- to establish this
and where can these data be found?)

A. What-was there in the status or relationship to Great Britain
which the colonists believed should be changed?

1. What did the colonists believe was the proper status between
* the colonies and Great Britain?

a. Political Status:
b. Economic Status:
c. Social Status:

d. Religious Status:

2." What did the colonists believe was the existing status between
the colonies and Great Britain at the time of the conflict?:

a. Political Status:
b. Economic Status:
¢c. Social Status:

d. Religious Status:

3. What did those who made policy in Great Britain believe was
the proper status between Great Britain and the colopies:

a. Political Status:
b. Economic Status:
Cc. Social Status:
d. Religious Status:
B. What issues caused conflicts over the status of the relationship
between the colonfes and Great Britain which influenced the desire
for change? :

1. What issues involving the status and relationship between the
rcolonies and Great Britain caused conflict?

a. What were the conflicts?



b. What issues were at stake in each conflict?

2. What issues of status caused the greatest antagonism to
develop between the colonies and Great Britain over status?
(What would we need to know to establish this?)

a. Did the antagonism have the greatest appeal as seen by:
1) Intensity of colonial protests and disorders
2) Intensity of public opinion

3) Number accepting and condoning actiors of the
colonists

b. Did the Colonists believe it was the most important
antagonism as seen by:

1) Newspaper editorials
2) Resolutions from pDTiticaT bodies
3) Petitions and remonstrances
4) Utterances of political leaders
5) Observers
6) Letters, Diaries
II. Why were the issues involving the status of the Coionies to Great

Britain not resolved peaceably?

A.  Why wouldn't Great Britain (those who made policy) grant the
colonies the change in status they were demanding and were
willing to fight to maintain what they believed should be the
proper status?

1. MWere there constitutional issues which were thought to be
irreconcilable?

2. Were there individuals who sought to profit from the conflict?
3. Why were those who proposed conciliation unable to prevail?

4, Did those in power see a change in colonial status as a
threat to British power and prestige? :

B. Why were the colonists willing to resort to war in order to change
the status or maintain the status at what they believed should be
the proper relationship between the colonies and Great Britain?




1. Were the colonists motivated by propagandists of the
revolution?

2. Did the colonists believe the British position was a
threat to their autonomous assemblies?
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CHAPTER IV
INSTANT REPLAY FOR TEACHERS -
SELF-ANALYSIS DEVICES FOR THE TEACHER
By Kenneth Moore

Ovev one hundred teachers in Eastern Iowa are involved in a form of
instant replay. This is not the familiar Sunday afternoon replay of home.
runs or touchdown passes, but a replay of class discussions in almost every

subject area and grade level.

speakers and actors so the subject can work on improving any or all of the
component parts of the desired behavicf_ In the Guided Se1FSAna1y353 Sys-
tem (GSA) the teacher isithe subject and teaching is the desired behavior.
Athletes and others stuﬁy_their behavior in order to improve., Just
as football is-a global concept which can be brokeﬁ'down=iﬁto several dis-
tinct Specifié operations or behaviors, teaching is Tikewise a global concept
containing many specific behaviors. Using video-tape the teacher can view
and identify specific behaviors to develop or eT%minate_ Whether it be
athlete or teacher, the key motivation is the desire on the part of each to
~ improve his competencies. |
| HISTORY OF GSA DEVELOPMENT
The Eu1ded Self- Ana1y515 System for Professional Development was _

deVE1oped by Dr. Theodore Parsons of the University of California at Berkeley,

[:R\I:E procedure involves using a ser1es of interaction codes to identify,




classify, and qualify specific teacher and student behavior. Guided Self-
Analysis (GSA) uses video-tape to record the interaction, codes or schedules
to guide the teacher in coding his own tape, and guiding questions and work-
shops with other participating teachers to help each teacher complete the
self-analysis.

Video-tapes are made on relatively compact half-inch video recorders with
little or no disruption of thé normal classroom. The camera is small and needs

no special lighting. (Most teachers prefer to set the camera to record a fixed -

~area with a wide angle lens rather than have someone attempt to move the camera

round the room.) Technology has provided us Qith video-tape recorders (VTR) as
siﬁp1e to operate as audio recorders. Anyone who can operate a film projector
or a sewing machine can operate a VIR. Since the teacher tapes his own reqular
classes, no extra time is involved in taping. Time is required, however, to
view, code, and ana?yzé the 15-minute tape.
SIX CODING SCHEDULES

- The Teaching for Inquiry series of GSA consists of six coding schedules.
The first four are currently being used by teachers in this area. Schedule A,
Questioning Strategies, directs the teacher's attention to the types of ques-
tions he asks students. He is asked to classify his questions and the thinking
which pupils must do'in order to provide satisfactory responses.. As with all
the schedules, when the teacher codes with Schedule A he Tooks for one specific
type of activity, in this case, teacher-posed questions. The teacher classifies.
each question he asks during the 15-minute tape as rhetorical, informational,
leading, @f probing. The schedule then hé]ps the teacher analyze and interpret
his overall questioning strategy. .

_ Schedule B asks the teacher to Took at teacher responses to student
statements. By classifying the responses as closure, Verba] reward, sustaining,

or extending the teacher will be able to determine how often he is promoting



This graph represents the complexity
of thinking associated with each type of
question and the relative amount of think-
ing which the pupil must do to give
satisfactery response 1o each type of
question. The height of each shaded
column, roughly represents the ameount
and complexity of thinking reguired by
the corresponding type of question,
Rhetorical questions, for example. re-
guire litlle or no thinking activity and
the intellectual task is simple. Probing
guestions, on the other hand, require ]
more complex reasoning and thus stimu- :
late the pupil to a much greater amount
of thinking. - 9

Information questions call for informa-
tion retrieval. Leading questions require
some additional thinking of the pupil,
but this is still limited because the
teacher nrovides clues which structurs-
his thinking.
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or inhibiting student thinking. By combining the information from Schedules A
and B the teacher will see that it is important not only to ask good questions

but to also be aware of what he does with student responses to his questions.
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in compiexity or amount of thinking.
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pupil thinking.
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In Schedule C the teacher analyzes all of his classroom talk and

classifies it according to questions and responses, instruction, classroom

management, behavior management, and other--which includes discussing the last

football cr World Series game. This gives the teacher a profile of his class-
room talk patterns and requires him to consi-ar the reTationship of his talk to
his role as a teacher.

With Schedule D the teacher maps the flow of all talk in the classroom.
The profile will reveal the extent to which he intervenes in pupil statements,
dominates the classroom with his own talk, controls the flow of talk, or is per-
missive in allowing pupi]s'to think through their own thoughts.

Schedule E helps the teacher to assess the extent to which he uses the
experiences of pupils in the process of building new éonéepts or principles.
Schedule F focuses on the nature of pupil responses to the teacher's questions

to see if the level of thinking required by the teacher's questions is matched by



the response produced by the student.

As a teacher tapes himself at three or four week intervals over the period
of a year, he may code:each tape with two or more schedules. During this time he
will be able to see changes in his coded profiles if he deé{res to effect the
Change. It is therefore not recommended that GSA be used as a "one shot" trial,
or every day for two weeks, but at intervals during the school year. This allows
the teacher to work on specific aspects of his behavior over a period of time in
his regular classroom environment.

KEY VALUE--INDIVIDUAL CLASSROOM

Although used successfully in pre-service situations, this writer be-
l1ieves one of the strongest appeals of GSA is the fact that teachers can utilize
the procedure in the real world of their own classroom. It gives the teacher a
chance to view and analyze his teaching behaviors with the same students he is re-
sponsible for teaching. 1In this sense it is very different from the concept of
micro-teaching which is usually enacted in an artificial situation.

Another plus factor is that the system is designed‘for self-analysis, not

for observation, analysis and interpretation by someone else, for example, princi-

pal or supervisor. The self-confrontation on the video screen can be a jolting

experience. However, the teachers participating in the GSA procedure feel the

The GSA participants in this area.(at this writing approximately éS in
the Cedar Eapids schools where the program is directed by QP; William Rainbow
and 60 in schools directed by Joint County School System consultants) represent
all grade levels and subject areasi'-Eoth elementary and secondary teachers are
involved. In addition to social studies and Tanguage arts teachers, participants
also include teachers of mafhematicsS science, home economics, business, indus-
trial arts, and special education classes. Since the GSA procedure gives one a

descriptive profile, it can be used in a wide variety of classrooms.
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teachers new insights into both student behavior and their own non-verbal behavior.
The experience gives teachers participating in GSA a common vocabulary to use in
discussing the teachingalearning process.

) Although one can easily be apprehensive about viewing himself on video-
tape and using interaction coding schedules to analyze his performance, it can
also be anéxcitingg_infarmative3 and enlightening experience. The writer speaks

from personal exposure.




CHAPTER V

BEHAVIOR MODIFICATION: AN OLD INNOVATION
By Roger Ratcliff

A successful teacher must deal with specific people in specific
situations. What do you do with that timid 1ittle girl who would rather
fail than speak up in class? What do you do with the boy who speaks up
every thirty seconds? '

So often teachers find that their college seminars, methods courses,
and carefully preserved:uﬁits don't help much. By the end of September all
these wonderful ideas, all those inspiring lectures, all thosé brilliant
ideas have become hazy memories. Hard rea?ity 1s that history class that
meets Monday through Fridéy at 11:00 o'clock. Thirty-two faces, some
smiling, some eager, some aﬁathetic, and some downright hostile.

But you accept the challenge. You will not repeat the mistakes
of Tast year. You are a prafessionaig Re-read your college notes. "Teach

the whole child....Individualize instruction....Use content to teach pro-

- cess....Make your course relevant...." My, what admirable sentiments’

Fight back the uneasy feeling that these glorious ideas are frighteningly
vague. To work, to work!.

Throw away the text book, rewrite that ten-year-old course of

study. Now you have Tearning activity packets, teacher-pupil planning

sessions, simulations every other week and an inquiry method so logical

and simple that even your principal can understand it.
What are the results? Some students fight to stay after school to

work on their project. Parents call to find out Jjust what you did to make



their boy want to do his homework rather than go to a football game.

But what about those other students, the one who stops work as
soor- as he gets his C, the girls who find only hair spray relevant to
them, the student whé is just as sullen in the middle of a simulation
as he was in the middle of a traditional class discussion, the inquiry
group who inquires about nothing except when the period will belgver?

Well, win a few and lose a few!

Perhaps not, not anyhorei After several generations of quiet
work a 1ittle group of psychologists have developed something which can
complement and greatly enhance the effectiveness of any innovative scheme
of the new social studies. We now have at our disposal a series of laws
or prinéip?es which explain and predict human behavior. They are concrete,
simp]e,.and can be applied to specific behavioral situations in your class
tomorrow morning. The technique of applying these principles is called
behavior modification. |

A few of these principles which are most important for feachevs
to know are: _ -

1. Most behavior is determined by the immediate consequence of
that behavior.

2. Reinforcing "good" behavior is a more effective way of
changing behavior than punishing "bad" behavior. (The terms reward and
reinforcement are not quite synonymous but I will use them intércﬁange=
ably in this brief paper.)

3. The sooner the rewarding consequence follows the behavior
the more 1ikely that behavior will be repeated.

4. The canséqUEnce must be what the student wants, not what the
teacher thinks it should be. |

Along about now many of you are going to say you have already
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done these things. This is nothing new. You're right. Every successful
teacher uses behavior modification procedures - to a degree. But generally
they are applied in a slap-dash, unsystematic manﬁer‘which you have pfobably
intuitively developed through your experience. ;

I am suggesting that a carefully thought out, ;;stematjg;app]iéaf
tion can make for substantial behavioral growth in your students. Here
are some examples of how behavior modification has been used in the Newton,
Iowa, public schools,

Picture a self contained sixth-grade classroom with one teacher
and thirty-seven students. It is the same old story: too many kids, not
enough room, not enough materials, a smart and understanding teacher working
under difficult canditions. |

In Decembef of 1970 one of the,étudents read an article about.be-
havior modification. He thought it would work in his cTéssg He asked the
teacher, Mrs. Carol Kramer. She suggested that he write up a workable
plan over Christmas vacation. By the time school took up again Scott was
ready. He and Mrs. Kramer cranked up the mimeograph machine and ran off
thousands of dollars of phoney money. From now on the class was going to
be paid. Just coming to school earned you $10. Passing a math test was
worth $50 and the successful completion of a social studies unit paid from
$50 to $700 depending on the difficulty of the assignment. Preparing a
bulletin board display meant $250.

What did the class do with this money? They spent it, of course.
Ten minutes of free time, when you could do anything you wanted to that

didn't bother someone else, cost $100. Moving your desk cost $10. A

- trip to the bathroom was 0.K. as long as you paid a dollar. (This behavior,

by the way, dropped by 80 per cent during the first week of the new systém;)

A class meeting was called and Scott explained the new system. The



class made suggestions which were incorporated into the plan. This has
become an essential part of the program. Every Friday afternoon the class’
discusses the past week and revises the'prcgram. Writing on desks was a
problem. The class decided these budding authors should pay $25 for the
prfviTege_ A room wit!, 37 students in it was not an ideal place to study.
For $2 you could study in the hall.

The class loved the plan. It was fun but it wasn't meant to be
just fun. It was meant to increase study behavior. Not willing to rely
on hunches or memory, Mrs. Kramer recorded the number of units successfully
'écmﬁieted by each member of the class for the second week of October,
the saecond week of December, and the second week of February. Remember
the behavior modification program was instituted in January. The chart
shows the behavior of the first 21 people on the alphabetized class
{ist. | |

(CHART 1)

The program was obviously not perfect. It has been further refined
since February. But let me ask yau_gﬁe thing. What innovative,procédure
or technique do you know of that can bring about this much behavioral
“change fn this short a time? |

A thréé-man team teaches.American-histgry at Newton Senior High
School. The course is required for all juniors. Using inquiry and inde-
pendent spudy techniques, the team ha§ created a.meaningful and exciting
experience--for most of the students. Each student deve1cped<a hypothesis
concerning a historical topic or question. After extensive research the
sfudents discuss théfFefindiﬁgS and the validity of their h&pothesis-in
a group of no more than six students. Often these discussions are noisy

with lots of arguments and challenges. It is a stimulating experience --

for most of the studentsﬁv
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For some of the students the whole thing was a meaningiess drag;
Their absentee rate was high. Their research was sloppy, if they bothered
to do it at all. They were discipline problems.

One member of thislgrcup was Ray. Anyone teaching-in high school
today knows Ray. He is a big muscular kid who looks older than his years.,
Ray missed school approxfmateiy 3/4 of the time during the first semester
of fhe 1970-1971 school year. When Ee was in school there was trouble.
Ray was ‘suspended from junior high school for drinking. His father ﬁas
dead. His mother didn't care. During fhe first séméster of the 1970-1971
school year his gfade point average was a flat zero. | |

The teaching team analyzed the situation. Obviously the conse-
quences for study behavior were not reinforcing or rewarding %gr Ray or,
others in the pkggram;

Selecting about twenty of the lowest achievers they set up a special

program for them. Assignments were devised which did not call for the

length of study required in the regular program. After each assignment
the student and teacher had a conference. Every cérrect résﬁanse was
commented on and éréised by the teacher. Wrong responses were ignored,
if at all péssibTe; Almost every day these kids were in class they re-
ceived attention for doing something right. Tﬁis waé an extraordinafy
experience for most of them, who were sure they couldn't do anything right
anywhere, and éspecia??y in school. Individual ccﬁtraéts were signed be-
tween the teachers anc thé students. You do X amount of work and you will
receive Y. The student determined what the rewarding consequence wau?d be.
How did theée changes affect our old friend Ray? Ray wanted free
time. He wanted a chance to go downtown during classtime. He did that,
provided he had completed the amount of work he contracted ‘to do. Massive
amounts of social reinforcement andgthe rewarding consequences of free

time modified Ray's behavior. His absentee rate dropped. His grade point
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average at second semester midferm was 1.89, almost a C average. His
appearance impﬁoved_ In the spring he went out for baseball, the first
time in three years he participated in the school athletic program. His
first time out he pitched a no hit game. He says he %s going out for foot-
ball next fall. By the way, the head of the teaching team is an assistant
football coéchi

At Newton, high school students develop behavior modification pro-
jects as part of their course work in psychology class. Kathy was a petite,
blond Seniorrwith a smile that wouldn't éuit. She needed every bit of
that good humor when. she tcék on a jéb Tast November,

Missy became her project. Missy was a secondrgrader! Missy was
the first person you would ngtiée if you happened to walk into that parti-
cular-classroom. Missy wandered idly about the room, pulling books off
shaives and dropping them on the floor. She would w}ite on the board when
the teacher was trying to give directfoﬁs, On occasion she»raised the top
of her desk, péked her héad inside and mooed Tike a cow. Punishment made
her smile. Her first grade teacher declared that she was unteachab]e and
needed psychiatric heiﬁ! The teacher probably could havé used a little
help herself after a year With Missy.

Being a good behavioral technician, Kathy first had to determine
what specific behavior she should try to modify. It seemed to her that

before anything else could happen to make Missy a better student she was

'gcing to have to spend much more time in her seat. At that time she was

-in her seat only about 20 per cent of the period. Kathy also noted that

Missy received considerable attention from the teacher and the class when
she was not in her seat.

Kathy and Missy got to be friends. That warm easy manner and
dazzling smile became very important to Missy. Kathy moved her desk close

to Missy's. Then one afternoon sémethiﬁg happened. Kathy's attention



wasn't free any more. Kathy read a book, ignoring M%ssy, until Missy was

in her seat with feet on the floor and her hands on the desk top. After

~exhibiting this behavior for just a few seconds, she got the smile and

the attention. As time"wént on she had to be in her seat longer to get
the consequence she wanted. When she was wéndering around the room Kathy
read a book and ignored hér; |

It wasn't easy. Missy was é determined Tittle girl who knew how
to modify people's behavior. One afternoon she systematically began
kicking Kathy's Teg. Kathy gulped and read on. The kicking got so bad
she couddn't ignore it. Then she made albri]{fant move. Taking Missy
by the arm Sﬁe sat.her down in a chair Fac%ng,the wall. Kathy sat next
to her, facing the class. When Missy tried to turn to the class, Kathy
gently but firmly turned her back to the wall. Doggedly she did not 1ook
up from her book. After ten minutes they went back to their seats. As_
soon as Missy sat still for a m%nute she'got the attention she wanted.

Kathy worked with Missy two hours every afternoon for three weeks.
At the end of thét time Missy was in her seat 80 per cent of the time!
And more importantly she was now getting attention by read%ng, doing math
problems and performing the other»behaviors'the rest of the class did.

Four months later Kathy Eeturned to Missy's class and recorded
her behavior. She was in her seat an average of 70 per cent of the time.
Missy still has lots of problems but she had Tearned that dning'schoc1v
work carried the consequence she wanted. Second grade had become a re-
Wardﬁngvp1acei -

Does it sound easy? Is behavior modification a magic pill you
can pop and miraéu?cus?y é]]~prob1ems in your class disappear? I'm afraid
you are in the wrong chapter, my friend. To successfully use behavior
modification techniques takes skill, study, and hard work. Sometimes a

Tittle luck helps too.



Obviously the few principles I mentioned cannot anywhere near ex-
plain the sum total of anyfhing as complex as human behavior.

And even if you perfect]y.memoriged all the princip{es, applying
them to your particular classroom situation with your particular students
takes skill. A perfect knowledge of the laws of aerodynamics does not
automatically mean you can easily design a flyable airplane.

For example, just what consequences would be reinforcing or re-
warding for a particular student? How do you move from using artfficiaf
reinforcers (Ray and his free time) to the more natural reinforcers of
school which mativaﬁe most students to engage in study behavior?

With those Tittle words of warning éut of the way i.suggest you
gef your feet wet. You can't understand behavior modification until you
do it. Try this little project with your class. Grade level, subject
matter, and teaching techniques don't matter. |

First ée]ect a behavior you want to modify. It mﬁst be concrete
and ebservéb]e; It might be the number of assignments handed in per day,
or the percentage of the class indulging in study behavior.

Second, measure or c@unt=£he amount of that behavior which occurs
before you begin your_pragramrof modification. This Qbservatian shoﬁ]d
extend over a period bf at lTeast several days. Be sure you record your
observations. Don't trust your memory.

Third, use the powerful and simple rewarding consequéncé which you
can apply aimost any time - praise or attention. (Remember Ray and Missy.)
It is a rare person who does not want honest praise. Flattery doesn't do
it ‘

Now away you go. When you.see someone performing the behavior you
want reward it immediately. |

"Good!"

"Great!"



hThat's another done a1readyff

“Righﬁ on."

It doesn't have to be verbal attention. A‘nad or a pat on the
back might do it. This cannot be a mechanistic reaction. You are not
dealing with robots. The more you know these kids as individuals and the
more you treat them as individuals the better chance you have of modifying
their behavior. Look for a smile. So often that tells you you have
scored. Shiies are also very reinforcing to the teacher,

Record each reinforcement you give. Do not trust to memory. I
began with a ﬁandfu?rof toothpicks in my right hand jacket pocket. Each
time I!praised;sameone I transferred a toothpick to my left hand pocket.
I'm ashamed to tell you how few I shifted the fifst day. Each day make
yourself do more. If you can't .run up to more than fifty or sixty in a
period you're not tfying,

I know what yaufafe thﬁnkingi What about those people indulging
in inappropriate behayior - arcute phrase? I mean fhat boy in the back
staring out the window of those two girls whispering together. Here's
when it gets tough. Ignare;them! 'They don't exist until they perform the
behavior you want. Then be right there. If things get so bad you must
do something, handle it as quick?y and UﬁobﬁrusiveTy as possible.. Get
back to stuffing those toothpicks. If you don't do more than yesterday
it's your fault - not the class's.

Each day record the amount of behavior performed by the class.

How much of a change did you get. éftér a week or two? I'm betting that
it is a sfgnificant change. But I won't guarantee ii. There is ngtﬁing
mechanical about using behavior modification in your classroom. Kids
are too complex fér that.
Just don't cop out, %hraw up your hands, and think bad thoughts about

me. The theory isn't wrong; you just didn't apply the procedures skillfully



enough. Suppose you wanted to increase the number of daily assignﬁents.
The average number handed in during the preliminary observation Was six-
teen.. At the end of two weeks of modification the number handed in was
eighteen. You're right - not a significant change.

Analyze the situation. Can the class do the aésignments? Don't
tell me you have directions and there were no questions. How many have
given demonstrable proof they can do the assignments? No amount of praise
can get someone to do samefhing they are not éb?e to do. _

Did you allow the system to deteriorate? How many people did you
attend to without the necessary brerequisites - working on assignments?
Think of poor Rodney sitting at his desk looking pitiful. Remember whén
you talked to him just to encourage him to get started? Bad move. If
Rodney doesn't work he doesn't get his goody. Inhuman callousness, you

say. I don't think so. You are teaching Rodney that wistful looks pay

‘off. Do you really want him to act that way when he is twenty-five? You

are. teaching Rodney that dodging responsibility is rewarding. That is
what I would call callousness. ‘

Are your students not doing assignments because they are chatting -
a very reinforcing behavior, by the way? This s a problem. Your reinforce-
méﬁt is not strong enough to overcome this. How can you strgngthen your
praise by coupling it with something else? |

After your analysis of.the problem recycle the program and go at
it agaiﬁg- I suspect you won't have to. The chances are excellent that your
Tittle experiment will modify tﬁe behavior of your class. Whether you suc-
ceed or not the first time around, keep tinkering. xBehaviar modification
is not an alternative to any of the fine innovative fggas that are bubbTing
around the social studies field. Don't use behavior modification instead
oF'simu1ations,l Use it in conjunction with your simulations to make them

even more powerful teaching devices. In fact, many of the better simulations



a]réady have péwerFuT behavior modification technties built into them.
These techniques have only recent]j moved from the Tlaboratory to

the school, although they have been used informally for thousands of years.

Now they ére ready for you to systematically apply to the behavior problems

in your classroom. Use them sk311fu71y and watch those problems begin

to right themselﬁes{ Talk about a rewarding expef%ence: And T say we

teachers need all the reinforcement we can get these days.




CHAPTER VI

WHY SMALL-GROUP INSTRUCTION?
By William M. Clark

There is 1ittle question that environment is important in learn-
ing. Moreover, it is the social diﬁension of the ehviroﬁment-that is
most important. People learn from one another, reinforce one another,
motivate one another and co]iect%ve]x more towards goals within a social
framework. This is the way of learning whether it tréHSpires under the
direct attention of a teacher or not.

Arthur Cgmbs1 has described this as the "meaning" half of the
learning equation. The other half of Combs' equation has to do with
information or Factsitu which the "meaning" is attached through some
internalization prccéssf The social dimension of relating to others
with the information at hand is basic to establishing the "meaning"
Combs describes. . , : |

There are many opportunities for social jnteraction now present
in schools, but it is our contention that more such opportunities should
be orgaﬁized‘ Interaction is difficult in a classroom of 25 or 30
students where the teacher dominates and cdntﬁois the talk patterns,
yet studies of U. S. classrooms reveal this as being the most typical

setting. There is no way all or even most of the students in such a

TCombs, Arthur W. "“Humanizing Education:  The Person .in .the .
Process," In Leeper, Robert R,, ed.  Humanizing Education: ‘The’ eyrson
n_the Process, pp. 73-88, Addresses at the 22nd ASCD Annua Conference,
g2521ng%gg§ D.C.: Association for Supervision and Curriculum Develop-
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setting can have meaningful intecraction during the course of a normal
class hour.

There are times when learning is best done alone, by listening i
in a group or bg watching, smelling, fucliné or otherwise expericncing.
ﬁowavér, most typically, learning is bést done in a group small enough
to allow all students a chance to relate but lgrge cnough to allow

for diverse opinions and knowledge.

Small-Group Instruction Nourishes Talent
For too long Educatién has been largely geafed to the development
of a single talent--academic talent. Little attention has been given
ﬁa:the theory of '"multiple talents." Taylcr;2 in an article entitled
"Be Talent Developers. . ,as well as Knowledge Dispanéérsgh suggests
other talents the cducation system should be cultivating.

He names such talent as: creativity, decision making, planning,

and forecasting, They are highly 'world-of-work" oriented and ‘'should

therefore be an integral part of any educational program designed to

prepare prople for -that world! Many-educators, however, have mistakenly

-assoclated academic talent with one's ability to cope successfully with

the demands that lie outside of the classroom. Their reasoning is that

if a person does well in school, he will be a success in life. There

is mounting evidence that academic talent may only relate to an individual

insofar as his ability to acquire good school marks or to perform well

on standardized achievement tests,

2TayTor,. Calvin W. "Be Talent Developers...as well as Knowledge
Dispensers.” 'Today's Education, 67-70, December, 1968.




If teachers are to be talent developers then small-aroup
instruction must become an important part of their repertoire of
teaching-learning strategies. Small-group instruction can provide
the Tearning climate in which student talent emerges, is recognized

~and provided for.
Passive vs. Participatory Education

Traditionally, education has placed students ié a passive
role. This passive role assumes that all siudents learn in similar
ways, that student interest is collective rather than individual,
and that the taék of education is to mold students to predetermined
standards rather than to develop the unique talents of individuals.

"Participative education", according to wrightgg focuses on
the Ef@CESS;QF lTearning which encourages the development of student
attitudes that continue to serve the individual beyond the school

. experien;ei Also, participative education is characterized by in-
volving the student in the determiﬁaticnrgf eduéation goals, the iden-
tification of fndividuaT interests and needs, and in experiences that
deal with problems of the world beyond the classroom,

Participatory eduéatian places the teacher in a position of
being a "coordinator of learning" rather than the dispenser ' of know-

ledge.

Suright, Albert R. "Participative Education and the Inevitable
Revolution." Journal of Creative Behavior, 4: 234-278, Fall, 1970.




Small -group instruction then becomes an important process whereby the
individual is given the opportunity to become involved apd to expross

his unique talents, intercsts, and learning style.

Purpose of SmalléGréup Instruction
When new organizational patterns such as large-group instruction, -
small -group iﬁstrﬁcéian, and independent study are mentioned, one can
get the idea that the purpose of the organization is to either teach
gréups of different sizes or allow for tha:studcnt té study -alone.
ihese are emphatically not the primary purﬁcses of variable student
grouping. Rather the primary purpose of varying group sizes is to

individualize learning, The primary purpose of small-group instruction

is to provide each individual a chance to relate his knowledge to and

with others in a meaningful way.

_There are many good things that can be best accomplished when
student groups are kept small. By relating his ideas to ot£3rs in a
small group, the student clarifiesrand internalizes concepts.  Teachers
have long held the notion of ”1earningﬁby=teéghiﬁg" and in fact reflect
this in the typical comment heard from first-year teachers that,

"I've learned more this first year of teaching than in four years of
training.'" The students do the "teaching'" in small groups and learn
by taking a stand and defending it.

The student can exchange ideas an@ views about material that waé
covered inlscma other learning phase. A common mode éf operation is

to have the teacher give factual data or other input in a large group

ERIC

Aruitoxt provided by Eic:
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and then to follow this input with a small group scssion., Cclarity
and integration gf material and concepts result., Such a sequence Ean
bé extended to inelude some further individual study of the matter
which may, in turn, be followed by another small group ghariﬁg scssien,
cte. 1

By observing the small gréups the teacher gets a rare opportunity
to sec and hear many students in action at ove time. TFrom this‘
Dppﬂftuﬂity:hé can gain valuable feedback concerning the effectiveness’
of the initial lesson. He can see; too, potential learning diffi-
cuiti&s an& based on this insight set the goal for future individual
und’ group activities.

Peer interaction is considered very influential in the establish-
ment of individual attitudes and values. We know that professionals
tend more to trust taspe;tedAcclleaguas'thaﬂrautsidgrs and the same

holds true for students. More change or reinforcement does come from

fellow students so why not structure for this through small-group
instruction in an overall design? This is especially meaningful for

the social sciences. The students get an opportunity for group

lleadership, for open discussion, for development of mutual respect,

to practice listening and to grow in sensitivity to others,
through compromise. We expect our students to learn of the democratic

process in schools,and arriving at group decision ecan be nurtured to

t

this end through small-group experiences.
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Basic Classroom Discussion Croupsy
stanford and Stanfard4 point to four major patterns of gr oup
dfscuSﬁiGn which most teachers recognize. These discussion groups
arc: (1) simple rcgitﬂtimn, (2) dinductive questioning, (3) open-cended
questions, and (4) problem-solving group.

Simple recitation is orientued to large-group instruction and

serves the same function as a teacher-made test., The emphasis is on
fact questions, review of material, and diagnoses in terms of helping
the teacher find arcas of instruztion needing further explanation,

Inductive questioning focuses on concept development with the

teacher leading students to 'right'" answers. Students ave expected
to draw conclusions from information 'they have previously been exposed
to.

Cpen-ended guestions differ from recitation and inductive

questioning in that the teacher asks gereral questions that have no

"right" or 'wrong" answers. The nature of the discussion deals with

more "unknowns" than "knowns.'

Studaﬁt% are encouraged to use their intellects in various
capacities, ;and student Qpinian and feelings are shared. The r@lé of
the teacher is that of a catalyst rather than a source of information.

The goal of this sort of discussion is often upsetting to people,
The goal is the thinking and.expression elicited from the students.
Admittedly, this goal is less tangible and more ambiguous thgn other
goals in education. However, the importance éf the goal of a groué
discussion should not hinge on its concreteness, tangibility;:@t
measurability.

4Stgnfard Gene and Stanfard Barbara Dodds, Learning Discu551cn

Skill Thrauqh Gamesi New York: C1tat1an Press, 1969.

/7.
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The problem=-solving group works in a manner similar to that of a

committee, In the school sctting, the teacher states the problem to
be solved. Thé students are provided the freedom to produce their own
answers or solutions.

A goal such as producing a committee report or carrying out
specific delegated responsibilitics is the ecnd result of the problem-

gsolving discussion,

Strategics in Small-Group Instruction
"Too often the phrase "small group" brings to mind a group of people
sitting around having a 'buzz sassian.” Although this is one good form
of small-group instruction there are many others. The form should

depend on purpose,

Allan A. Glatthornd presented a classic treatment of this topic
during a conference at his school in Abington, Pennsylvania., Glatthorn
presented seven distinctly different grouping patterns and of course
there are more,

and was described

The first pattern cited was called the task grc

- as being much like ordinary committee work. The teacher is not ncrmally

part of the group and a student leader helps. focus the attention of the
group on some specific task to be accomplisaed. This group is goal-
oriented rather than student-oriented.

Another gcal;orignted group is the brainstorming group. The group

membérs focus oii some problem or goal, Open discussion of the problem

is encouraged and many possible solutions are offered. Judgment as

to the relative worth of the possible solutions is Suspeﬁdéd to encourage
a large number Qf’différent pés*igilitiesi The teacher may or may not

£

SGlatthorn, Allan A. Learning in na I Tret i+ :
~ . valatthorn, Allan A. Learning in the Small Group. Institute '
Development of Educational ActTvities, Melbourn, FlorTds, 1065, =
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be purt of the group and eventually the group must trim the list of
potential solutions down to ene or two they belicve arce feasible.

ivae group.

Similar to the brainstorming group is

Here the focus is on the student and on his opinion and discourse

i

on a topie of prime importance to him. No solution is sought but
rather the goal is [ree and open discussion on the tepic at hand.
While the teacher is not normally a part of the above groups

he is very much a part of the inquiry and Socratic groups. In the

inquiry proup he serves as the responder, answering only "yes' or

"mo'" to student questions that must, by necessity, be carefully phrased

and to the point. When he plays the role of Socrates the teacher

reverses this role and stimulates search and discussion by asking
carefully phrased, provocative questions of the students.

"re-tells" something in a didactic group. There are times when saying
something to a small group is more meaningful than saying thc same
thing to a large group. Likewise the small group can be a valuable
opportunity for one-on-one tﬁioring and this opportunity should be
used for student/student work as well as ﬁeacher}student work.

Other patterns of grouping can be designed.for other purposes.
Special designs for studeﬁt_éialuati@n, program evaluation, student
feedback, projects, role playing, reflective 1istedipg, and reseaich
would be of value, for examﬁié.

The teacher may or may -not be the :anteriof the group. Ilie often

must take on new roles such as being an observer, informer, harmoriizer,
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reinforcer, cnergizer, supporter, regulator, initiatoev, evaluator,

tension reducer, questioner, ov listener to accomplish his purposc.

Teaching Group Discussion Skills

!
“Often small-group discussions fall short of teacher expectation
due ¢o the participa. ' lack of discussion skills., Stanford and

Stanford's book entitled, Learning Discussion Skills, offers specific

suggestions on how teachers might approach the teaching of discussion
skills.

Specific skills identified by Stanford and Stanfﬁfd are; main-
taining order within a group, recognizing the value of individual
contribution, taking individual responsibility to contribute, taking
responsibility to rESpDﬂd_tD the contributions of others, listening
in order to perceive differences and agreement, encouraging contri-
bution rather than argument, rccognizing individual roles within
groups, and arriving at consensus.

A teacher's role in helping students acquire skill in discussion

is er.cial. Group feedback which deals specifically with how the

- group functions is needed in order for students to develop functioning

groups.

- 6 o - . ,
Miles' work, Learning to Work in Groups, can be helpful to teachers

in observing individual roles within groups.
Such roles as harmonizer, energizer, clarifier, deserter, dominator,
and vetoer are recognizable behavior displayed by group members. These .

roles need to be observed and reported to the gfcup as being either

. Cwites, Matthew B, ‘Learning to Work in Groips. New York: Teacherc
College Press, 1959, o S — ,
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positive or negative influcences which contribute to the productivity
of the group.
Tn observing the group, it should be remembered that the teacher

doesn't alwvavs have to be the one to give the Feodback., There are
Y b

i

times when obscrvation and feedback from a student may be more helpful,

Points to Remomber

It is easy to overlook some significant factors that facilitate

group discussion., For cxample, the seating arrangement can make or

break the productivity of a group. A circle arrangement, where all

group mewbers can sce and hear each other, has been used with much

success, If the physical arrangement does not maximize, for participants,

"two-way conversations."

|

Small-group instruction neceds to develop the concept of shared

leadership Shared leadeship, however, does not mean a leaderless

group. A common practice is to appoint a group facilitator, but of

‘I )

more importance is how the facilitator perca2ives his role.
The facilitator need not necessarily be the most knowledgeable
or artieulate concerning t the issues to be discussed. The facilitator

ought to be concerned about some of the following factors: (1) Did

o
=
i

the group understand its task? :(2) Did all mewbers share responsibility
of leadership? (3) Did all the members exhibit some degree of trust
of one another? (4) Were feelings and emotions frankly expressed or

was the discussion a stilted in 1ectual exercise?
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.may cause the group to falter and deteriorat

Groups nceed to cmphasize the personal dimension of tho leavning

cquation. Individual valucs neced to cmerge for clarification., Small=
group instruction can provide the learning climite whereby subjeet-
matter content takes on personal meaning.

An individual's belief system, prejudices, and experionces serve

¥

as pereeptual screens. Individuals need feedback on how these pereeptual
screens influence attitude, behavior, and learning of themsclves and

others.

The principﬁe of s h?ﬁdud Judgment needs to ba frequently
practiced in small-group discussion. Simply stated , this principle

o]

means withholding evaluation, The contributions of group members ar
apt to be quickly squelched if the tecacher or group members busy them-
selves in malking evaluative statoments.

Evaluation is necessary but should be applied afLQr the group has
had an opportunity to explore and hoar the contributions of the entire
group.

Don't overdo content--but don't underdo élthcr. A frequent

question to be asked in any small-group discussion is: "Is this remark
or question relevant to the group's task?" Small-group instruction can

ecome a 'bull session' wherein little new information is dealt

=

easily

with. Proper spacing of content input is vital to the effectiveness

of small-group instruction in Tearning.  Too much content input might

be better done through a lecture, On the other hand, too little content

[0

nto unin.eresting

dialogues among group members,
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Summary
f B .

Small-group instruction scems to be a necessary step in changing
instruction from that which is vastly 1;f5u=gfaup oriented to an ideal
which ¢alls for more student pavticipation, However, one should not
therefore assume there islna place for large-group instruction. Large-
group instruction is most appropriate for disscmination of information,
showing of films, teaching of certain skill suvbjcccgj ete.

Small-group instructional techniques should broaden a teacher's
repertoire of instructional approaches and not ggg;§ggiéhose strategics
she or he has found to be effective.

Neither should teachers feel that their Lleadership function is
relinquished when Eglplc}ying small-group instruction, HQ&JEVEf; teacher
leadership in-many cases may be less dircet and more facilitating

rather than controlling.

were remedial or one of direct instruct

o,
o

n.

Some arguments for small-group instruction are: (1) individuals
become the primary focus of insttuctién; (2) student "productive
thinking' is givénAan opportunity to flouriéh, (3) individual talent
has a chance to émgrgeg (4) teachers ha%e moreé opportunity to assess
learning problems which may be either collective or_individual in n~tﬁré,'

(5) students practice communication skills which are essential in adult

life and the world of work, (6) students are given time to discuss what




is Ilwmportant to them, and conscquently cducation becomes more ¥

levant,
and (7) more individuals become involved in learning when the Formality

of the large=-group instruction disappears.

Q & '
|



CHAPTER VII

PLAN--PROGRAM FOR LEARNING IN ACCORDANCE WITH NWEEDS
By Howard Strong and Marion Evashevski

WHAT IS PLAN?
By Howard Strong

The ability to adapt an educational program to the human and edu-
cational needs of each individual child is a generally conceded goal of
education and educators. Few deny the philosophy of individualization
of instruction. In recent years increasing pressure has been exerted
by educatprs and the lay public to force schools to develop new and better
methods of allowing children to 1eaﬁn and deveTop their capacities in a
way appropriate for their individual needs, abilities, and aptitudes.

It s difficult to deny that the present educational system fails
large blocks of human needs. Forcing all children to study the same
material at the same rate denies any human, emotional, phys{ca1 or in-
tellectual differences and makes the defeat of some children ﬁredestined.

Many schools and individuals have tried to indiv%dua]i;e instruc-

tion. Systems such as the flex-mod schedule, CAI (Computer Assisted

Instruction), programmed learning, and elaborate communication systems

such as dial-access have all laid claim to the ability to individualize
instruction. Rarely, if ever, have any of these made any significant

change in tﬁe role or the function of the child or the teacher at the

- classroom level.

PLAN is a program that holds great promise to break through the
obstacles and handicaps faced by educators and teachers in the past.
This program -- PLAN, an écwcnym for Program for Learning in Accordance

with Needs -- is produced and marketed by the Westinghouse Learning

85
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Corparaticn.. PLAN combines the resources of industry, the technical
capabilities of the computer, with a sound educational philosophy and
a desire to meet the human needs of students as human beings. This
project is designed to provide each child a systematic approach to
Tearning based on the premise that each child must be successful in
the learning process and that Tearning must be correlated to the indi-

vidual needs of each child.
OBJECTIVES OF PLAN

The PLAN program has the following objectives:

A. To individualize instruction iq_reading, spe]]ing; grammar,
cémpasition; ]itera£UFe; communication skills, mathematic¢s, social
studies and science by providing:

1. A varying amount of time for the student to take, in
mastering required, assigned, or selected skills, inférmas
tion, knowledge, abilities and behaviors, according to the
attitudes, aptitudes, interests and needs of the individual
child; g

2. Different learning styles for the same educational

Dbjectiﬁes, and help for the child 1in selecting those Tearning
activities which are most appropriate for him as an individuatl;
3. A student choice of what to study.depending upon stu-
dent interest and need;}_
4. An insight into the-woer of work which will give the
student both short and 1ong range goals for which to strive.
B. To provide a process whereby each student can have successful
learning experiences with a minimum of failure.

C. To provide a process whereby each child assumes the major
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responsibility for his ow. Tearning process and develops the ability to
learn on his own. 7

D. To provide a process whereby each student develops a respon-
sible attitude not only toward his own work but toward the rights and
privileges of those around him.

E. To provide a process which will allow each child to compete
with himself rather than against others and experience a high degree of
personal satisfaction with his progress.

F. Provide a guidance program which includes:

1. Preparation for an occupation or advanced education.

2. The development of cQTturaT and personal interéstsg
activities, appreciations, insights and skills as a basis of
identifying and participating in activities which are deeply
satisfying to the student.

G. To provide a process whereby the learning materials and in-
structional procedures used enablé children to learn most effiﬁiént1y
and economically.

H. To provide equipment and'procedures which allow students
to formulate their own appropriate goals and then select means and methods

by achieving selected goang

To meet thé;StEted;DDjéCtiVES of an individualized instructi@naT
program, the PLAN ﬁrogram provides four basic components: (1) teaching-
learning units (TLU) and other written support documents such as teacher
supplements, objective tests, achievement tests, test supp]ements; (2) a
computer management toé1 used primarily for student accountability and
clerical functions; (3) a teacher training program, and (4) a valuation
system to monitor both individual student progress and also the success

Q of the entire PLAN project.




Teaching-learning units are the major tools of the PLAN instruc-
tional program. A TLU consists of: (1) a behavioral objective which
clearly states the skill, knowledge, information, behavior and attitude
that the child is expected to accomplish at the end of the TLU;

(2) learning activities or strategies designed in such a way that upon
student completion the objective should be mastered; (3) a test to cer-
tify the student's mastery of that objective.

The student is trajned to use the TLU by himself to the greatest
extent possible. The learner assumes a great deal of the respcnsibi?ity
for the Tearning process, with the teacher available as a resource per-
son when thé student encounters difficulty.

With the PLAN procedure the child is able to devote as much time
as he feels necessary to the learning strategy of each objective before he
takes the final evaluation test.. PLAN has up to five different Tearning
strategies for éome objécti?es. The child not only has a choice of pro-
cedures, but iF one method is not effective the first time through the
sequence, he can attempt é second alternative. PLAN inc]udes’en@ugﬁ TLUs
that each student has a chc%ce of what he studies in each Qf the areas
after he has cumpleted the required sequence of objectives as determined
by state law, local rules, basic skills sequence and teacher and student
selection. The student may challenge any objective at any time he feels
proficient. A student may take the test before any of the learning acti-

vities, after he has experienced part of the learning activities, or

" after he has gone through the entire learning activity sequence.

PLAN is a computer-managed program. The computer performs clerical
tasks that aid the teacher in planning, designing, structuring and keeping
track of the students in the .classroom. The computer also scores all

objective tests and reports results, with directions on how to proceed
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both if the test was mastered and if it was not mastered. The computer
helps the teacher with daily and weekly planning activities. As the
computer identifies where and on what objectives the students are work-
ing, it can suggest groups of students experiencing the same problems-
who need help through diszussion or small group projects. The computer
alerts a teacher to the need for special materials or helps which stu=
dents may need to enab]e satisfactory completion of an objective. The
computer print-out also ‘alerts teachers to potential problem areas.
Another major function of the computer is to generate the program of
studies for each child and maintain up-to-date récords of pupil progress
and the dec+ee of mastery of the objectives 1i5ted>in the program of
Studies. Information gathered from the spring tésting program, along
with information from the student's past history and the requiremenﬁs of
the state and Tocal district, are all considered in building the program
of studies to accommodate the needs of each child.

It is noted that the computer makes no educational decisions,
and is not used as a teaching machine. It has no mystical qualities;
rather it is used much the same way as a number of teacher aides could
be used.

Because the PLAN process departs so radically from traditional
‘classroom procedures, a program of re-training teachers is deemed essen-
tial to the successful operation of the program. The role of. the teacher
'i; radically chanced. The teacher no longer lectures to groups, passes
out materials, maintains tight, rigid control, keeps the group together,
tests at the same time. A teacher under PLAN §hou1d be able to do what
teachers are supposedly trained to do--help children learn.

The change fn function is so traumatic for some teachers and

unnerving for others that it is necessary for teachers to be brought to



a point where they can fully accept the philosophy of individualization.
To do this, PLAN insists that each teacher be given a minimum of five
days' training, and actually recommends seven as being preferabie; Con=
sultive help is then provided by either school district consultants or
Westinghouse Learning Corporation consultants.

The general content of PLAN is traditional subject matter, skills,
knowledges, attitudes., aptitudes; behavior. PLAN emphasizes Ebe basic
language artsiand ﬁath skills. Great emphasis is given to the reading
programs and the deve]opﬁent of arithmetic capabilities.

Materials used by PLAN are all commercially available from edu-

.cational suppliers and publishers. The big difference in PLAN is not

what children learn, but how they learn and at what speed they learn.

Project PLAN has four major types of tests: Achievement=5urvey

Tests, Achievement Tests, Developed Ability Performance Tests, and Module

Tests. The Achievement-Survey Tests afe used for placement purposes.

Rchievement Tests are used to assess the student's p 6§ress across a group
of modules. The Module Tests evaluate the student's mastery of the in-
structional objectives of a module. The DeveTDpéd Abilities Performance "
iest consists of a battery of tests at each level to measure specific
performance skills relating to‘academic growth and development rather than
to content achievement. .. _

'PLAN also has developed instruments to measure the affective domain
of the program. Included in this calegory are student attitude survey,
student interest inventory, parent attitude survey and parent interest
iﬁventory.‘

In PLAN classrooms, éhi]dren are allowed to work at their own
rate. No one in a PLAN classrooir relieves the child of the necessity of

1earniﬁ5§ The job of learning is faced squarely by the student himself.

—
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Children become more responsible in a PLAN classroom because

they must learn to work and share mater1a15 with others if they are to
succeed.
Children are pleased with PLAN because they understand what it

means to accomplish goals successfully. Success breeds success.

| Children do learn effectively and efficiently because Tearning
activity is always immediately directed toward a stated and a needed
objective. Time and materials are not wasted on re-doing mastered work
or on working on materials beyond the comprehension of the child. The
match1ng of the correct Tearning style with the correct 1earn1ng activi-

ties with the child's need enhances greatly the efficiency of the educa-

tional prcgram.

q



HOW CAN EEAQABE USED IN TEACHING SOCIAL STUDIES?
By Marion Evashevski

Let us turn now to three questions: (1) to describe the behav-
foral objectives in social studies used in the PLAN system of individual-
ized aducation, dwelling primarily on the cognitive and affective domains;
(2) to present the methods and materials used Tor achieving the objec-
tives; and (3) to discuss ﬁhe role of the teacher as it is different in
PLAN and teacher activities and methods used in teaching PLAN social studies.

PLAN objectives should not be looked at as a non-flexible structure.
Rather they serve as a guide to teachers and educators in ngecting and de-

veloping behavioral objectives for their local use. These objectives may

be criticized and evaluated, revised and modified, added to or deleted --

all with the view of arriving at an appropriate set of educational out-
comes to meet the needs of a Tocal situation and of individual students.
PLAN objectives provide a good basis from which to develop and exnand a
curriculum, and PLAN provides structure and computer assistance to make it
humanly possible for teachers to do so.

Social studies objectives of PLAN at the.intermediate level develop
skills and concepts in history, psychology/philosophy, political science,
geography, economics, and social studies research. There are objegtives
requiring students to: deveTgp skills in solving personal problems, de-
velop social, personal and political values, develop skills in analyzing

information, and develop skills in evaluating suggested solutions to prob-

Tems. Objectives in geography require skills in using maps and globes.

Research skills are developed in using appropriate sources of information
! : .
and organizing the information into a report.

At the secondary level the objectives are organized into areas of

S



history, political science, sociology/anthropology, psychology/philosophy,
geography, economics, and social studies research. Terminal objectives
require the analysis of problems, proposal of solutions and éva]ﬁation of
conditions or solutions to problems in areas of human conflict and Tiving
conditions, Some objectives require forming generalizations and making
predictions of social change as a result of change of attitudes and be-
Tiefs in the realms of family 1ife, education and leisure, rural and

urban 1ife and inter-ethnic relations.

- Major concepts have been subdivided into terminal and transi-
tional objectives. Terminal égjectives are defined as major growth
points in the cognitive, affective, and skill development of students.
Transitional objectives are short term-.behavioral objectives-~that is,
concepts and skills to Tearn as prerequisites to the achievement of a
termiﬁal Dbjectivé.

Now et us Took at some objectives in terms of cggnitive; skill,
~and affective development, and discover how students accomplish these

objectives:

DEVELOP A PLAN WHICH YQOU WOULD SUPPORT IN SOLVING A SOCIAL PROBLEM (v).
This is a terminal objective which shows what the student should
be able to do as a result of working several different transitional ob-
Jjectives. This objective calls for the second highest cognitive ability--
that of synthesis (this is denoted by the Roman numeral at the end of
thengjective). It also requires the student to recognize certain vaiues
which he has and to organize them into a specific plan. This deals with
levels three and four in the affective domain. Lastly, this objective
suggests the development of research skills in that a student would have
to identify and research a social problem in order to develop a solution.

for it.




Now, let us Took at some of the transitional objectives which

will be the specific activities a student would do toward accomplishing

the terminal objective.

(1) Compare proposals that might help solve a.problem concerning
human relations. (VI)

(2) Predict causes for the difficulties encountered in ‘the im-
plementation of an adopted plan. (III)

(3) Identify én unjust situation which needs atten%icn, and
write a petition to an appropriate person or agency which can either cor-
rect the situation or influence a change in the situation. The petition

should (a) be directed to a person or agency which could be of help,

~(b) identify a law which needs correction or a situation which needs

attention, and (c).include reasonable suggestions for correcting the
situation. (III)

(4) Support your position on an issue involving differing view-
points. Present your viewpoint to a group. (II1)

(5) Given a description DF a problem and differing VTéwpD1ntS
on the problem, infer possible vaiues that account for these viewpoints.

(1)

va?ious cognitive levels are implemented to achieve the terminal objec-
tive, which is of course only one cognitive level. Also in the process
of working these objectives it is inevitable that'a student begin to
develop some Qa1ues of his own dealing with the specific prcb?ém which

he has chosen for study. The research and discussions as well as written
work required ask the student to develop these skills in order to achieve

success,



The methods for achieving these objectives are illustrated by
the sample TLU (TeachingsLearning Unit) shown (Figi 1). This particu-
lar TLU makes use of several different sources for the student to read
and asks the student to do a variety of activities from working with a
partner to participating.in a group discussion to interviewing a public
official. | |

A student may choose from a variety of TLUs to accomplish the
same objectives. One might stress reading, another might emphasize group
activities, another cgqu make use of more audio-visual material, and
another could delineate activities for the TndEpendent student to do.

When a student has completed his TLU and fee1% he knows the ob-
Jectives, he will take a module test (a module being similar to a unit
of study). In social studies, moduTe tests usually consist of tWo parts:
Objective and essay. The teacher must correct the essay part and the
‘computer will correct the objective section and then notify the student of
his -score. If the student has successfully mastered the objectives he ﬁay.
go on to another module. If he has not done well, the test result will !
advise him to restudy certain or all objectives and then either receive
certification from his teacher or retake the test,

From time to time throughout the year a student's retention of
the objectivés is tested by PLAN Achievement Tests.

Materials used include both textbooks and paperbackrbogks, as
well as magazines, newspapers, and various other educationai pamphlets.
Much use is made of audio-visual materials such as records, filmstrips,
cassette tapes, and overhead projectors. Simulations are often called
for. Standard social studies equipment such as maps and globes is usedé
as much as ever,

‘A PLAN social studies classroom is equipped very much like any

other social studies room. However, because of the individualized nature



of PLAN, it is not neceséary to have 30 copies of any one book, but
rather only one or two cépiés, PLAN can theﬁ use a wide variety of
different titles and materials.

In PLAN the role of the teacher is markedly different from
that in a non-individualized setﬁing. He does not spend most of his
time correcting tests and assignments, planning lessons and thenéteaching
them to a class as a whole. A PLAN teacher must deal with his students
individually andzjn\sm&]? groups. Usually only small numbers of students

would be working on the same thing at the same time, so that the teacher

- must become familiar with a variety of different materials.

PLAN teachers act as tutors to individuals or small groups,

working at increasing understanding through clarification and explana-

. tion, at motivation, and at extending concepts. The teacher also acts

as a counselor to students with Tearning problems, behavior problems,
or to individuals planning and making decisions about their educational
program and progress. Lastly, the PLAN teacher acts as a>discussian
leader and general resource person.

The routine of planning lessons is viétual]y eliminated for &
PLAN teacher. However, the successful PLAN teacher must spend time
planning strategies for individua1:5tudénts with problems and also for
supplementing PLAN activities with his own ideas and ingenuity.

The methods used by a PLAN teacher are nothing extremely new or
revolutionary. The actual methods used to teach the subject matter are
primarily inca}pﬁrated into the_TLUs-;inquiry projects, role-playing,
siﬁu?ations, levels of questions, etc.

Two methods become of primary importance to the PLAN teacher in

the roles of tutor, counselor, discussion leader, and resource person,

- however, First of all, a teacher must Tearn to deal on a one to one



basis with all students in both ééademic and perécﬁa1 matters. A teacher
must also learn to deal with small groups where hé can and must (because
of the intimacy of the situation) relate to each individual.

Secondly, questioning and diagnostic techniques beccm? extremely
important to the PLAN teacher. Because the teacher is dealing individually
with students, their prob]éms both academic and social become more evident
to him than ever before. By using question and diagnostic techﬁ%ques a
teacher can identify the problem and then work with the student towards a
solution.

;A PLAN teacher is a very busy persen who must be patient, resource-
ful, and possessed of almost limitless eneﬁgyg Under PLAN, teachers have
found new approaches to teaching and they have found themselves knowing
individual students better than ever before. PLAN has proved to be a |
causal Féct@r for their renewed commitment to teaching, and thus they en-
thusiastically put forth the effort necessary to make an individualized

' program succeed.
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e oo e
Lhed tven L0 or rore altornative plans Lo solve a prablem, present a justifiante

reason tor accepting one plan over another,

CYECEEer Given the oy Jursoy Plan, the Virginia Plan, and iro Scrracticut .
Plan to solve the problews of representation in Congress, justify

your reasoun for accepting one plan over angther. @

.- —— - - R = = — —— == = = ==, —— = m—— e

L ! 0o

One Nation Indivisible [(a) Read “Place Yourself in fistory on p, 141, Using
your knowledge of colanial-history énd your own values,
select the alternative vou would have tazen. In a fou
orief staterents, Justify the plan ¢f action You Cnose,

Economics Readings for {b) Fead np. 23-25 and the first half of p. 26.

Students of Eighth Grade , ‘. Co , .

United States History () Lo Lengressinnal acts are described on tne notton
Lf no 26 ang the top of p. 27, Read the descriplisn of

> acts and Tist by dates these plans that would not .

- . = L . = Eolaa .7 wia
o ousliiianio to Adanm Sniith,

() Comvare your 1ist with that of a classmate. [f the
Vists ave diffarant, discuss the ncoints on which tney
urfiar,  Aiter discussicn, check your anzwers witn the
Angwer Shoet at the end of this TLy.

One Nation Indivisible e) Eead “The liebster-Hayne Dzbates," pp. 235 and 2235,
nich plan wauld you favor? Use historical evidence and
'your cwn values 0 write a briof Justification of your
gchgicei

H{f) ome research to find any available infarmation
on the history of white-Indian ralationshing in ATerica
(especially before 1830).  Find information about what

~fthe white man did to the Indians and thair land, about
the many different tribes of Indians, their types of
qovermiment, their attitudes toward property, and their
cultural practices. Keep any necéssary notes and
.exenples in your notevook., Continue this research for
jat least two full periods.

3
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step 1. (continued)
USE | 00
(g) Answer the following questions concerning- the
Indians to yourself,
*1. \Whose land was it anyway? How do we determine
ownership of land? ‘

2. Can two totally different cultures Jive peace-
fully together? .

3. Mas our culture "superior" to that of the
Indians? _ _

4. If the Indians got, only what they wanted (quns,
booze, etc.), would this have destroyed their
culture?

5. las the Red man doomed when the first white man
set foot on this continent? Why or why not?

' (h)  Decide from the following alternatives what our
policy tewards the Indians should have been in the year
1830, (Seiect one.)

*1, As it was’

; 2. Be kind, but bring our culture to them and

| _ protect them from outsiders,

3. le honor their culture and we live among them
with our culture, ' ~

4. Drav a boundary at the Hississipp{ Rivar., The
Indians have everything to the west of it, Only
what the Indians want and will trade for crosses
the boundary from cast to west.

5. Set a boundary at the Mississiopi Rivar and
nothing crosses, not even what the Indians want.

6. A1l white men return to Europe.

Hith the approval of your teacher, form a discussion group
of classmates (at least three) working on this module.
Each member should describe his plan and present justi-
fiable reasons for the selection of this plan. His
reasoning will be open to group challenges, questions,
and suggestions. (Information collected in your notebook
concerning both past and present Indian conditions may be
used as evidence for justification of a plan.) z

*Adapted with permission, The feminar: Key to Student Involvement by Lee Swenson
and Don Hill. Aragon High School, San Mateo, California.

IToxt Provided by ERI

ERIC
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Step 2. OBJECTIVE: ) o o . C
5470 Suggest likely causes for the difficulties encountered in the fplementa-

tion of an adopted plan.

After reading the background on the electoral college 5ystuﬁ,
""" suggest likely causes for the difficulties encountered in the
impiementation of eliminating the system.

(a) Using the information you have gathered concerning
Indian affairs and possible arguments against vour plan
brought out by students in the discussion in Step 1 of
this TLU, 1ist all of the likely difficulties and their
causes that you could encounter in the implementation of
this plan.

e il Tadip!ledh Lo (b) Pead pp. 88-90. List the various elements mentioned
here that could Tead to difficulty should King George 11
enforce his plan of mercantilism.

(c) Read about the problems of land additions to the
Union con pu. 271 and 272, .

(d) List as many elements @s you can that might lead to .
difficulties if Henry Clay's plan to admit California to
the Union were followed. -

(e) Check your 1ist with the causes and actual difficul-
ties mentioned on PP. 273-275. ;

Instructional Guide (f) Read Part 1 of the IG at the end of this TLU.

(9) Select two of the following goals and using Part 1
of the IG, for each goal suggest likely causes of
difficulties in the implementation of any plan to reach
the qoal. , : :
1. Schools will remain in full operation 12 moriths
a year,

2. The U.S. will withdraw al) troops frem Vietnam
and follow a foreign policy of neutrality,

3. The legal voting age will be lowered to 17.
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Devise a plan to soive a problem and, follewing the interview format below,
interview a public official concerning your plan.

Ask the official what he thinks ahout the plan.

Ask the official how he is able to influence tne adoption
of the plan, -

Question the official on possible difficulties in
implementing the plan.

Question the official on the impact of the plan on the
community, ' .

Format:

[ -

L T

USE o o )

(a) Select one of the following problems or any other
problem of interest to you, and devise a plan to solve
the problem.
1. Lack of recreational facilities in your
’ community ‘
2. School facilities that are unpleasant, cold,
insufficient, dull, atc.
3. Excessive violence or vandalism in your school
or community :
4. Control of teen-age curfews, regulations, codes,
etc.
5. HNeed for additional school clubs, activities, or
materials '
6. Keeping scheol playgrounds, gyrs, pools, etc.,
open after school hours and on weekends
7. Scarcity of teen-age employment either after
school hours or on the weekends
8. Irrelevant, dull, or boring curriculum or course
work _
Instructional Guide (b) Read the IG, Part 2, for help in developing your
plan.
(c) List any public offices that might be concerned with
your problem or plan.
(d) With the help of your teacher, arrange to interview
an official from one of the offices you have listed,
(e) Conduct an interview with a public official,
following the format described in the objective,
(f) Make any revisions needed in your plan in Tight of
the information obtained in the interview.
(g) Make an agreement with’y@ur teacher as to how the
interview should be evaluated.
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PART 111

INNOVATIONS IN DISCIPLINED APPRDACHES TO THE NEW SOCIAL
SCIENCE

Our academic discipiines are the storehouses for the knowledge
accumulated in Western Civilization. The credentialed scholars in these
disciplines are constantly sifting the knowledge and practices and cre-
dentials of the practitioners. The social sciences are a collection of
such disciplines including sociology, history, political science, eco-
nomics., anthropology, ethics, etc. Occasionally marriages are perpetrated
between disciplines providing us with umbrella-disciplines such as social
studies, social psychology, etc. Most educators do agree that -there is
little room for purely discipline studies in the kindergarten and that
there is Timited room for cross-discipline studies in the advanced stages
of doctoral programs. There is however, a great deal of disagreement as
to where the transition should take place from the real 1ife experience to
the cross-discipline stu§1es, and finally to the high d1sc1p]1ne studies.
Some arque that the d1sc1p11ne studies should occur as soon as possible
and that studies in biology, history and algebra should occur in the
-elementary school, while others argue that there is 1ittle need for them
even in high school.

Particfpaﬁts.in the New Social Studies are not agreed on this
point. It's quite possible that this disagreement is healthy and that
students should have an opportunity to Tearn in both cambs as they ére
confronted by teéchers engaging in the debate. At least they should have
an upporthity to see the discipline as a tool or a resource for éivi?iza—
tion and not as series of academic oases into which they are submerged for
hour-Tong periods within oppéwtunity to orient themselves or to catch

their breaths.



"High School Geography Project" is one oF,tHe most exciting pro-
jects to come out of the New Social Studies. The use of simulation games
as one of its most salient features enables the materials to hold the
attention of the high school student and sustain his interest over ex-
tended periods.

éSister Clifford's chapter, "Asian Studies Inquiry Program," des-
cribes Field Education Publications high school program for the average
or above high school student. In this program the student must use an
inquiry‘approach to glean information from 15 paperback pamphlets of from
48 to 64 pages each. |

Steffen Schmidt's article, "Latin American Area Studies,"ris a
position paper describing the function of Latin American studies in a
secondary sphdo] program. The author emphasizes the need for discipline
thinking and cognitive knowledge and skills needed in this area by today's
competent citizen.

Judy DeTuncq in her presehtatign, "U. S. History for the Slow
Learner," describes the one year (plus) Fenton program puﬁlished by Holt,
Rinehart and Winston. The course uses the Fenton inductive teaching
approach to history madé famous by his secondary school materials, "The
New Social Studies."

John Patrick in "American Political Behavior," describes the
Indiana Curriculum Center's course for the ninth grade, "American Political
Behavior." This is a program which focuses on contemporary politics, con-
troversial issues and the political concerns of the students,

, Kamilla Mazanec in her presentation, "The Drake Law School Project,"
describes some supplementary materials developed by the Drake Law School

to give students insight into our legal structure and their rights and

responsibilities under it. The materials are as yet unpublished,
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Jéhn Kilgore's arti§1é, "Developmental Economics Education
Program (DEEP)" is a description of the Des Moines, (Iowa), experience
with the primary school materials in this project. DEEP was established
in 1964 by the Joint Council on Economics Education, a non-profit educa-
tional organization affiliated with the American Economics Association

and divisions of the National Education Association.



CHAPTER VIII

HIGH SCHOOL GEOGRAPHY PROJECT
By Sharon Cousins
On a recent day the following articles were found on the front pages
of U. 5. newspapers: "Thousands March to a Different Chant," Washington

Post; "Unemployment Rate 6.1 Percent of Working Force, Black Jobless 10 Per-

cent," The Philadelphia Inquirer; "In 3 Years of Talks, 22,000 Die," Des

Moines Tribune; "Thousands Walk to Fight Poverty," The New York Times;

"House Votes to Revive S5.S5.T." Des Moines Register; and "Spiro Assails

Protest, Even if Nonviolent," Chi;aqc Tribune. This was not a special day,
but typical of any day. Youth are faced with problems -- world problems.
It is true that other generations have faced problems, even wor1d problems,

and they have made it; what is different today? There is a difference.

Today the world consists of individuals in constant contact with many others.

Every individual has his own ideas and sometimes -- in fact many times --
they are in conflict with others' ideas. We recognize that man is differ-

ent from Tower animals -- because of his ability to reason; yet it is quite

evident that today's education system has failed to develop this ability, or .

there would éot be the misuﬁderstandings among peoples and nations that
exist today. We as teachers should no Tbﬂgér treat &ll students the same

by asking a question and expecting a uniform answer, while we then {with

the authority bestowed upon us by the title teacher) determine whether it

is "right" or "wrong." We can no longer hide behind textbooks, worksheets,
tests, and the revered answer book. We must face the task of helping stu-
dents deveioﬁ their abilities to reason és individuals in a paﬁu1ated
society. This is a tremendous task and cannot be done without understanding

of the basic goal: behavioral and attitude change.

15



The High School Geography Project can help develop an indivi-

dual's ability to reason. No more finding the answers in the book, no
more simple answers. Life is not that way, and that is what students
have to ?aée when they leave the ivy halls. This material is activity
centered with an emphasis on doing.

The project consists of 5ix units: Geography of the Cities,
Manufacturing and Agfﬁcuituve, Cultural Geography, Environment and
Habitat, Political Geogkaphy, and Japan. Each unit includes several
acfﬁvitiesi There are no textbooks; instead the project is multi-media.
For all units the students have resource books and maruals. Other
material varies, depending upon the unit-and the activities.

Let us Took in some detail at the activities for the first two
units: Geography of the Cities and Manufacturing and Agriculture.

The first activity of Unit I is entitled, "Site Location and
Growth." Students are given five maps of différent time periods and
are asked to decide on the best Tocation for a cify at thét period in
history, emphasizing the %mportancé of the reasons for their selections.
Next they assume the role of young frontier lawyers facing the task of
selecting a city in the unsettled West (Western boundary the Mississippi
River) to begin their law practice. Aftek all students have chosen three
possible Tocations, maps are shown on the Qverhead projector of the actual
cities existing during these time periods. Discussion follows on why
their selections did or didn't become cities. In the iast part of this
first activity, students draw suburbs, emphasizing reasons for thea10ga—
tion of the suburb in relationship to the city, and Tisting functions a
suburb should provide. i

The second activity, entitled "New Orleans,” involves examination
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and analysis of the city of New Orleans with the use of stereograms and
Stereoscopes. Stereograms are aerial photographs and stereoscopes are
'Bpt1ca1 dev1ces which make the phothraphs appear three dimensional.
Students examine why rai1roads,;raads, industry, docks, commercial areas,
and residential areas are Tocated where they are.

The third activity involves the study of the shape and struc-
ture of a ¢ity and is done by using census data from Chicago, First
students develop general theories pf éity shape and what influences its
growth. With this theoretical knowledge of cities and their growth the
Students predict the age of buildings, density of population, and age
structure of families. The actual f?gHPE¢ and information are then g1ven
to them and the activity 13 concluded with a discussion of the accuracy
or inaccuracy of their predictions. |

The students are now ready for ”Partsv111e,; the ma1n acti-
vity of the unit. Portsville js the fictitious name fér the city of
Seattle. Students are given peg boards and Lego blocks. Different
colored blocks represent differentspaﬁts of a city, such as commercial,
public buildings, industry, single family housing, multiple units, high
resfdentia?, railroads, cemeteries, parks, and landfill. Students read E
material about Portsville in 1850-1880 and look at same'ald photographs
of Portsville. Then in groups they construct Portsville of ]850-1836
with blocks. They present their finished Portsville to the class, ex-
plaining and justifying its growth and structure! They do more reading
about its past histary, réad old newspapers published in Poﬁtsvi]]e and
Study more phoﬁographs They are given another tray of blocks to construct
the growth Df Portsville between 1880 and 1890 After presentations, more

material is read and studied and another tray of Lego blocks is used to



show the growth of Portsville from 1880 to 1900. After the last presen-
tation it is explained that Portsville is actua]1y Seattle. With a cur-
rent city road map they can compare and discuss Seattle 5 grcwth to date.

After examining, analyzing and constructing cities in general,
thé=5tudéﬁt$ focus on cities with SDEGiaj’funCtiOﬁS. They are given
several photographs and a 1ist of special Functighs a city may provide.
They are asked to match. the photographs with the descriptions.

The Secand unit is a study of manufacturing and agriculture.

agricu]tuve. First, with a map showing location Df industries, they dis-
cuss why manufacturing is Tocated where it is éﬂd what factors actually
influence location, such as Tabor supply, raw materials, cost of Tabor,
demand of products, etc. -Then they are given several maps and descrip-
tions of different industries. With their partners they must decide
what industries are represented by each map. Then the class discusses
characteristics of different industries which would help determine lo-
cation, such as market for thé product, raw materials ﬁeededg'transpori
tation costs, etc. |

The next activity is designed to illustrate the importance
of manufacturing today. First a handicraft aconomy is compared with a
highly- industrialized economy. From a corporation or industry studepts
obtain information about exbenses and products. Nith this iﬂFDrmétién
they make two flow charts--one of thé.corporation's flow of money and
one of the carporatioﬁ‘s flow of goods and services. The students com-
plete this activity by simulating corporations. The class is divided
into several corporations, each with a president, vice-president, sec-

retary, treasurer, sales manager, personnel officer, and production and -
. o



pu}chasing officer. Each corporation is given the problem: Where are
we going to locate our plant? With information provided on labor supply,
wages, raw materials, transportation costs, etc., for 15 different
cities, each spec{aTist must figure out what would berthe best city for
his own special needs. At board meetings each officer presents his
material and explains his choizce to the other members of the corpora-
tion. The board then decides upon the most suitable location. The
presidents of the corporations present the decisions to the c1ass,73usﬁ
t1fy1ng their selection. There is no one right answer: severa] loca-
tions could .be easily defenaed.

The second part ofsthﬁs unit deals with agriculture. To
understand the importance of agriculture, students first do an activity
on "Hunger." It is easy to read about hunger and study maps about where
hunger exists, but to actuaT1yxknow hunger, one must be hungry, With
this in mind students go on a "Hunger Diet." For three days-they eat the
same amaunt and k1nd of food that the average resident of Southeast Asia
eats. The diet consists of two bowls of rice, one tablespoon of sugar,
one'tab]espoon of fat, one glass of milk, and two tab?espomns of green
vegetable or half a small apple. At the end of three days the students
relate their experiences and feelings. They may lose wéightr have head-
With this experience to help them understand better the problems of hunger,
Ethey try to understand how hunger affects the 1lives of Southeast Asians.
Two possible solutions to the pr951em are studied and discussed; producing
more food and population control. Students look at ﬁaps to diééover
where agri:uituré is practiced. Tﬁey study several crops to learn their

climatic needs, nutritional value, and farming methods. Then they are
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ready to make suggestions which might increase food pPDdQCt%Dn. : oot
They Tearn that farming throughout the world is not modernized as

it is in the U. S. They Tisfaﬁ to recorded interviews of a wheat belt
farmer, corn belt farmer, farmer in the Columbia Basin Irrigation Prés
ject, farmer from Costa Rica, aﬁd three Polish farmers, including one
from a collective farm. With information from the iﬁterviews and from
additional materials, they learn how to calculate écst per acre, yié]d
per acre, and income per acre for several crops and livestock. The stu-
dents are then prepared;to becéme férmers %n Settler County, Kansas. In
the "game of farming," students are given 160 acres of land, $3,DDD,
appropriate farm and machinery. They farm three years in three different
time periods. The first time period is 1880-1883, the second is 1919-1921,
and the:Tasf is 1933-1935. Each year they must decide which crops and
Tivestock to. raise and how much of each. After making each year's ﬁecié%@nsg
they are given outcome cards WHﬁch describe climatic conditions and market
prices for that year. They will experience prosperous years, drought,
disease, and depression. To aid them in deciging what to faisé; they
study graphs of market prices, neﬁsree?s, and newspapérs of Settler County
from these particular periods. Some students during the Depression go
gr@ké and go to the city to hunt for a job, while @therslpu11 through the
Depression and continue Farmiﬁg. !

| The descriptions given are brief‘explanatﬁans of the type of acti-
vities the High School Geography Project involves. Students do not work
independently at all times, but are given the opportunity to learn from
~each other through group work and wérk with a partner. They are given
the Dppértunity to think, create and reason, |

An important question is, "What do the students think of the

/



Project?" After one year, a stﬁdent evaluation showed 90 per cent of the
;StudEﬁtS felt they learned more and actually enjoyed the course. We may
not Ee able to measure their ]éarning Gﬁ‘existing intelligence tests-or
basic skills tests, but there is a way to evaluate their ability to reason.
Students upon finishing Portsville in Unit I were given road maps of
Minneapolis and were asked to explain in theory %Drm the shape and struc-
ture of this eity. They had not studied Minneapolis at all, but with ’
their know?edge of how cities grow and theories of their structure, nearly
all students could explain how Minneapolis grew and could justify their
reasoning. This ability to reason will enable their QeneratTDﬁ to solve

some Df the many problems our generat1cn has Cfeated



ASIAN STUDIES INQUIRY PROGRAM
By Sister Mary DoregtaClifford

In this paper we shall examine three major topics: A rationale
for Asjan studies, the Asian Studies Inquiry Program of Field Educa-
tional Publications, Inc., and what a teacher has to do to teach this
program intelligently.

First;.why should we have a}program in Asian sti.iies? Because
mare‘peapie live in Asia thén anywhere else, it behooves everyone to
know something about that par% of the world. When we consider that
Asia ‘has become a sort of shatterbelt in the world of geopolitics, then
studying Asia Eecomes=a necessity. In the Nineteenth Century, when
Japan emerged from isolation, America and Japan knew very little about
each other, ahd it took many years to establish any kind of mutual un-
derstanding between countries, China has been isolated in much the same
way since 1949. Very few AmericansahaVe visited China in the last ten
yéarS; very-Few of the accounts we have of China are current, very Tittle
intelligence of what is going on in China comes out through American
sources for publication. Therefore, for many reasons it is important.
that we study Asia.

| Let us turn now to the history of the Asian Studies Inguiry Pro-
gram. Concern for teaching about Asia wasicomman during the Korean War

and after, In the early 1960's, programs funded by the Office of Educa-

tion were initiated at both the University of California and at Stanford

University, in which secondary teachers became prepared to teach Asian
Studies. At Stanford, courses were offered in Asian history, philosophy,

religion and culture, to prepare teachers with a background in Asian



studies. 1In this program no teaching tools or units were developed.
The CFEBE1VE teacher had to construct her own program

At the University DF California, John Michealis drew together a

Institute, who prepared position papers on tDD1CS essential to an under-
standing of Asia. Teachers from the beginning worked at wr1t1ng un1ts
for their own schools. The program continued for six years, producing
35 units which were taught in 200 schools on a pilot basis. The teach-
ers then selected the 15 they found most significant. These 15 units
became the basis for the Asian Sfudies Inquiry Program. Téachers dis-
covered that students }espanded best to the units in’wﬁich they read
what the people from the Asian country said, and what people from other
countries--Europe and America--said when they met the Asians for the
first time. Teaéhers in the program worked with tﬁe material to elimin-
ate the narrative and the e;{p‘lanat‘lonsS so that all that was left was
an introductory paragraph and ~the dDCUmentary

This program consists of 15 booklets, divided into three great
themes. The first is "Cultural Traditions in Asian ThougHt." fhe five
books in this packet prepare students to understand the continuum of Asian
culture. Included are books on Técism, Confucianism, Buddhism, the back-
ground of Chinese literature and art, énd Gandhi and his peace program
for India. The second theme is, "Changing Patterns in Asian Life." Books
in this unit are, "East Meets West," "Mao Tse Tung and the Chinese
People's Republic," "Life in Communist China,” "The Modernization of
Japan," and "Relationships between the U.S. and Japan." The third unit,
"Tre L 1tional Patterns of Asian Life," includes, "Man and His Environment

in Asia," "Food and Survival," "Man and Woman in Asia," "Class and Caste
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in India and 5au£heast'Asia,“ and "Cultural Patterns in Asian Life."
Each of thése-books has a teacher's manual which outlines the objectives
for the individual unit and suggests activities.

The documents in the AsianiStudiés program are not difficult to
read. At times, however, they are Sixteenth Century, and so the language
is rather involved. Some are legalistically phraéed; Some are transla-
tions from the Japanese, énd therefore a Tittle stilted. But better
readers should have no trouble with the documentaries. For théEDODPEF;
reader, another program is avai?éb1ei The World Inquiry Program, cover-
ing Africa, Asia, and Latin America, is based on documentaries also, but
contains more narrative portions. The reading level is fifth grade; the
ieve] of sophistication of ideas is mature and adult. A poor reader in
grades eight through eleven could quite comfortably read through the
World Inquiry Series and keep up with the same units that other students
were doing in the Asian Studies Program.

Because this is a documentary study, a great deal of research 1is
necessary to prepare children for what is to be discussed in class. Part
of this preparétion is done in the introductory paragraphs; part of it is
done in the .documentary itse1f.v The teacher:must use a lot of ingenuity
to introduce the unit aﬁd to create the kind of climate in the classroom
that is conducive to an Gpenéminded_apprgach to another culture. One of:
the basic accomplishments of this'ser%esbis that it can help students to
recognize and to overcome their miSCDnCEthdﬂS,‘StEFEDtyDéE, and pre=
conceptions about other people, in ordér to really try to understand -
familiar cultural patterns.

~This is a very challenging ércgram to téach. It lends itself to
a lot of flexibility, but it is not an easier way to teach than a multi-

media package or one that is very highly structured. There are teachers'



aids; there are good teachers' maﬁua1s, but they are suggestive. The
teacher must tailor her program to meet the needs of her own students at
the level at which she teaches the program. |

The program has ceriain distinguishing characteristics. First,
the authors of the documentaries are outstanding people historically--

~they are the peépié_wha made Asian history. Marco Polo's first visit to
the Drigﬁt, for finstanc,:eS recounts what he thought the people Tooked Tike,
what he thaughf they were doing, whaé he thought their cultural patterns
were: Furthermore, the authors of the texts are distinguished Asian
scholars. . Dr. Michaelis had at his depasai all of the Asian experts

at the University of California. He was thus able to bring together docu-

Second, the program is inquiry and :@hceptu&??y oriented. The
student reads thé documents, and the discussion that follows is absc1uté1y
free. There are no Frigﬁt“ answers to be achieved. What is to be achieved
are general objectives--on the cognitive level, the affective level, and
the behavioral level. These outline what the student should be able to do
when he Fiﬁishes the program.

Third, the objectives are not mutually exclusive. In some programs,
although the students are asked to use an %nquiry approach to a problem,
there is an answer key in the back which tells the students what they ought
to have arrived at. This is self-defeating of all inquiry. If we are
going to have an open-ended approach to studying.Asian cu]tures; then we have
to have absolute openness and no "right" answers. What happens if your stu-
dents form misconceptions about the Chinese and the Japanese from reading
the documentaries?  You must open up discussion to such an exteht that the
misconcepticns themselves become a tool in learning. The child begins to

recognize bias and prejudice and misconceptions, and begins to identify as
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such some of his feéiings and reactions. When He beains to feel that they
are misconceptions, he will want to change them. Thus the objectives are
in total harmony with the program, and are not asking the teacher to do
things which really close off discussion.
! Féurth? there is a teacherileérner philosophy behind the program.
The teacher and student inquire together into what the decumentary means
to them. The idea thatvthe teacher is the person who gives out all the
answers, and the student is the one who returns these answers in an ex-
amination, is out. This program involves.the teacher in exactly the same
kind of inquiry in which it fn&a]ves the student. The children have
every reason to expect that the teacher will give his,react%ons to his
first reading of the documentaries, so they can compare reactions and so
that the students will have the benefit of Tearning_FrDm what the teacher
is inquiring into., It isjnat a cut and dried program, The teacher and
the students make a new program of these texts every time the study is
taught. This program provides a handie Fér.intraducing serious research.
Students find out that using documentaries is very interesting and very
authentic. They are no longer satisfied to read-a Tittle paragraph in a
tertiary source that talks about a book which used the document. '
Fifth, student involvement in this program takes many different
forms.  We shall consider these as we look at the objectives of the

course.

COGNITIVE OBJECTIVES

The cognitive objectives are very important. This program was not
meant to be a Tittle compendium that tells the number of square . miles and
other random samples of data related to a country just as it would appear in

an almanac. With that kind of a book you can't really develop understanding




and empathy for another culture. The Asian Studies Program is not geared

to haying students know the names and dates of all the Chinese dynasties,
although they may very well end up by saying, "Chou dynasty, which pro-
duced Confucianism and Taoism, was a tremendously fruitful golden age of
China." They may eventually be able to identify certain dynasties which
are so closely connected with the data in their text that they can recog-
nize these as being exciting, important eras, and they will probably
know where they fit. Students do thfs withcut consciously memorizing
dynasties. The kind of data the children get command of is related to
understanding people.
1. To become acquainted with major Asian civilizations, economic,
political, and social institutions which contributed to their‘
durability, and the role of major religious and philosophical

traditions in shaping human behavior.

In bécgming acquainted with the various civi1izatians; the
students Tearn something about their institutions. For instance, from
the bbok on traditional patterns, they get a very good understanding of
the well field system of landholding in China. They read a man's report
on the difficulty of harvesting his rice this year, with an explanation
of the marginal Tand he's using, its relationship to where the well is,
etc. The whole complex brings the well-field system into focus, and the
discussién that follows helps them understand the traditional land-
holding pattern.

A teacher interested in introducing innovative methods into the
classroom may easily create a simulation of a traditional society in
which land holding is based on status and role in society. The students

can then begin to understand who decides who gets what economically in
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that kind of system. The documeﬁtarfes provide ample data for creating
a simu]ation; Or the children might write their own simulation on the
basis of information given to them in the documentary. This information
is exact and traditional, and is explained the way a Chinese would ex-
plain it tD each other and to others. There are others ways for the
teacher to help the children impose order on what they know after they
have read the documentaries, such as making charts to show economic pro-

gress, working out games, and other innovative things.

2. To better understand one's own culture through the study of

sharply contrasting cultures.

When we read a European's des&fﬁption of his first contact
with China or Japan, we learn a lot more about the Europeaﬁ than we do
about the Chinese or the Japanese he meets. When he praises some things
and blames other things, we become aware of the frame of reference of the
author. Everything he sees he compares to something he knows. It is a

human tendency to bring to our understanding of something new all the mis-

the student to realize that to really understand other people we must try
to see them as they are, and not make invidious comparisons between the
way they do things and the way we do things. This program helps build

the notion that differences make things interesting.

3. To become aware of deeper insights into the processes of
cultural interaction and change as the many interconnectians
among Asian civilizations are explored.

In the booklet, "East Meets West," the Japanese reporting on

Perry's expedition describes the Americans as having big noses and red

hair. Perry didn't have that many red-heads in his crew, but they tended
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to be blond, and so the Japanese classed them all as red-haired 1ike foxes.
This was a péjnrative term; they liked dark hair. Neither are we usually
aware that everybody in Asia considers our noses outsize. We consider
their noses flat. Thus youngstens can become aware of deeper insights

than the Fin;t reaction on meeting. They can analyze the process that
took place when foreigners began to mingle, to inter-marry; to carry on
various trades, to live permanently in each other's countries. They can
see instances where fajlure to understand the mind of another country Ted

to a complete misunderstanding of its intentions.

4. To explore the impact of Western patterns of culture on the

economic, social, and political institutions of Asia.

East is always meeting West, and there are several areas so
touchy that every meeting is a confrontation. One of our biggest problems
today is our having closedoff China. We have to face squarely the problem
of isolating China. One of the best ways to approach it is through studying
our former contacts with China in terms of mistakes we made in the past and
what we can do-in the future fogremedy those errors. We were allies of China
from the middle of the Nineteenth Century up until the present time. Then
suddenly in the Twentieth Century we closed each other out. Recently the
State Depaftmént has started gining visas to scholars and others who want
to visit China, In all probability China, if it accepts oun invitation,

will become part of the modern world.

5. To explore backgrounds of understandings that will be useful in
dealing with problems and making decisions related to American-

Asian relationships.

If Americans are going to accept the notion of China's having been



made a member of the United Nations, then the change will have to come
through the schools. Tﬁere is a great deal of opposition in our country
to the idea of China's entry in the U.N. We have to address our-
selves to the problem of a country with 900 million people which we

have, for all practical purposes, said doesn't exist.

6. To explore the problem involved in developing mutual under-
standing, and in communicating, co-existing, and cooperating

with Asian peoples.

This is important especially as we talk about the problem of
withdrawing from Vietnam. We need to understand that the Vietnam problem
is not an American domestic issue, but rather is a problem of intefnatiana
al relations. The Asian peoples are having the same domestic problems
with regard to the war that we are having. Mutual withdrawal will be

beneficial to both.

7. To c]ari?y terms and concepts and eradicate misconceptions

and stereotypes related to Asian peoples.

This objective is the most difficult of ali on a cognitive
level. MWe need to help children recognize frames of reference, bias,
propaganda. There are many kinds of examples of propaganda and biésed
arguments. Many publications can be intraduced as documentary evidence
of the variety of opinions held in America today regarding Asian peoples

and our relationship to Asia. These would be very useful to supplement

AFFECTIVE OBJECTIVES
What are we trying to do about values with regard to Asia? Some

intellectual values are directly connected with the {nquirysﬁﬁaroach and
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the child's understanding of what he is doing when he tries to study his-
tory. In the past our textbooks have perhaps given the impression that
everything America does is right. |

1. To develop the ability to understand points of view of other

peoples even though there may be deep disagreement with them.

The ability to understand points of view of other people who
are engaged in an altercation with us is the best way to come to an un-
derstanding of wﬁat the altercation is about. This’gpenneés to other
people's Qpiniéns evei tHough'we don't agree with them is.one of the values
that comes out of using the documentaries. A student who develops an open
mind can determine what kinds of evidence he is using and what kinds of
generalizations he can make on the basis of thét evidence. If it is all
documentary, then the student can identify tﬁe frames of reference of the
authors and their purposes in writing the documents. Children often have
an open mind toward documentaries that they don't usually have toward a
textbook. They are willing to say, "I don't agree with what the: person

thinks, but I do believe that it is a fair expression of his opinion."

2. To develop an awareness of the contributions that studies of
great and little traditions can make to improve skill in inter-

preting and understanding ways of 1ife.

Sometimes we feel that a small country--especially a small
Southeast Asian independency--has no great things 'to contribute to the
West. But the fact that Thailand Has been able to continue to exist as an
independent nation when.all of the other nations in Southeast Asia at one
time or another were under European domination is significant. Students

will be interested in how that one nation was able to maintain either its



neutrality or its independence during periods of great stress or strife
in Southeast Asia. We can Tearn from old civilizations that for a cul-

ture to have survived intact for several thousand years is no small thing.

3. To be able to appreciate art forms, music, and literature of
peoples whose standards of art are quite different from our

own.

In "East Meets West” a Portuguese describes having to listen
by the hour to Japanese music and tells what the sound does to his sensi-
bilities. Nevertheless this man has to 1isten to fhe music because it
is part of his duty to h%s host. Your students may feel this same way
when they Tisten to Japanese music. Having heard someone else express the
same sort of resentment to it; they may be mcre willing to listen with an
open mind.

At various times in our history :'e have been very open to
Japanese culture. In the late Nineteenth Century there were many Chinese
interest in Asian culture. Then the events of the early Twentieth Century
killed that interest in Asian éivi?izatian; and we taught kids to hate.
For almost 30 years, wWe faced the American people with the idea that the
Japanese were a yellow peril. Having taught people how to hate so well, we
now have the job of reversing the decision. We should not presume because
we are in the teaching profession that we have rid ourselves of all of our
prejudices, and that we can approach Asian studie tfith an open mind. The
Tucky children arerthase whose teachers are willing to look into a matter
along with them and revise their own standards in terms of what we now know

about our shrinking world and our need to understand each other better.



4. To develop an openness to new experiences so that we might

better understand our own reactions to the familiar.

5. To develop a sympathy and understanding of the many problems

which Asians are trying to solve.

We need to develop, for instance, a sympathy for the people
of Vietnam--both North and South--who want to be free. . We should try
to help our students avoid closing off an understanding of the people of.

the North because we happen to be fighting against them.
6. To grow in respect for the dignity of persons.

When we see how the'dapanese lTooked upon the first white man,

didn't really consider each other as quite standard human, because they
didn't come up to their preconceived notions of what a person should be.
S0 our openness to the human dignity of every person will have ramifica-
tions for all the social studies that we are involved in. Value judgments
that are made in studying any culture other than our own open our chil-

dren to a better understanding of all minority groups.

7. To develop an awareness of the limitations of knaw]edge about
non-Western people, the contributions of special studies, the
methods of inquiry involved in producing knowledge, and the

need for continuing study.

As they read through the documents, the youngsters often want

to know more. There is a dearth of materials that really make the foreigner

~understandable to us. Students begin to realize that working in Asian

studies, investigating Asian problems, and continuing work going on at

Asian studies research centers, are all necessary.



BEHAVIORAL OBJECTIVES

1. Given primary source materials about Asian peoples, the student
should be able to identify the frame of reference of the writer

or speaker.

A student should be able to decide what the author's relation-

ship was to the incident he describes, and why he has his own point of view.

2. He should be able to detect oversimplification and superficial
generalizations that tend to be made when the emphasis is given

either to cross-cultural similarities or differences.

A student on first reading a document may say, "Al1l Chinese do
this." But if he reads further he finds that there ére all kinds of ex-
ceptions to the rule present rigﬁt in the documentary. He begins to realize
that you can Teap to conclusions which are less than worthy and which cannot |
be substantiated on the basis of the documentary material. He begins to
question the basis on which generalizations are made and realizes that we

must support a QEﬁeraTization=with evidence.

3. He should be able to make comparisons, inferences, and generali-

zations that require the use of non-Western concepts and values.

A student ought to be able to make generalizations based on
what the people thought they were doing, and on their frame of mind when they

made their decision. This skill really requires top Tevel thﬁnking‘

4. He should be able to recognize and analyze the process of Inquiry
(discussion) as a viable method of investigating cultural devel-

opments.
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Having read one of the documentaries and taken part in a dis-
cussion which 1§d to certain generalizations, a student ought to be able
to Took back ané say, "How did I get to this generalization?" He should
be able to listen in a discussion for two things--for content and for
concepts. He should learn to identify the process by which he arrives at

his conclusions,

5. He should be able to recognize certain art forms, literary
genre, religious 1life styles, cultural patterns, etc., as

specifically Asian regardless of where he meets them.

6. He should be able to communicate his discoveries about Asian

peoples in oral and written forms.

Reports from discussion groups, generalizations, reports from ,
outside readings, are all part of the communications skills that are re-
quired of social studies. This is where the teacher gets the objective

evidence on which to grade his students.

7. He should be adequately prepared to analyze and seek Asian

style solutions to krown Asian problems.

It i hoped that we can introduce students to the notion tﬁat
the Asians can find better solutions to Asian problems than the U. S. can.
The Asians ought to be able to find solutions to their problems which are
typically Asian and which they can implement if we let them. This does
not mean that we are unwilling to help when we are asked to, but it does

mean that we should cease to impose our ideas on them.
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CHAPTER X

AREA STUDIES: EMPHASIS LATIN AMERICA
By Steffen Schmidt

Knowledge is a dimension of both objectivity and affect. We de-

also expect that it will "do something to us" -- that it will be mean-
ingful, that it is worth arriving at. If we can agree that knowledge

is the objective of education and if we can agree that kn@w’]edéeS as I
suggest, is both an emp?rica? rea?fty and an "involving" experience which
touches our emot%ans3 then we shau1d seek to find the most functional way
of usiﬁg facts and emotion. These two elements must be considered both

When, in the

study of a given unit of material, should we arouse and when should we

instruct through the application of systematic data?

In the following pages I shall argue that in teachiﬁg about Latin
America, the most successfuT'apprDaEh is that of mobilizing emotions first.
I shall also define some important objectives which a teacher should pur-
sue in dealing with the people and nations of that world area. Finally a

series of potentially fruitful problems with accompanying materials will

be outlined,

LIMITATIONS OF KNOWLEDGE

How much ééﬁ a teacher know about Latin America? This question in
a way;is a violation of taboos which are part of our defenses. Obviously
no one can know everything about Latin America. No one can know everything
about Latin American fine arf, or Titerature; perhaps it is-even true that

no one can know everything about Mexican art or Columbian literature. Thus
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we all command an understanding of Latin America in degrees.

Lewis Hanke, for example, knows much more about Latin American
history than 1 do. I in turn know more than & student in my coufseS and
that student (I hope) knows more than someone who has never read a book
or studied about the area's history. The four of us can easily be ranked
from superior to inferior on a hierarchy Tabe]eﬁ "Amount of Knowledge
About Latin American History."

A second Timitation of knowledge is found by Tooking at the
dynamics of time. If I never again Tooked at information about Latin
America, my fictitious student in the above example could easily "know" .
more than I in, say, ten years.

The taboo that we often live under is that we must not admit
publicly that we don't know ail there is about our subject. After all,
it is my responsibility as a "Latin America expert" to know. Knowing and
feeling, in the face of the overabundance of facts, begin to overlap, and
soon we are answering questions about Latin America on the basis of what
we feel as well as what we know.

: This dilemma grows. In 1900 one could teach about Latin America
without having to consider the implications of the Mexican Revolution of
1910, the rise of Peronism in Argentina, Communist Cuba, much of the
archaeological literature on Pre-Columbian civilizations, etc. I suspect
‘that this is a year in which more books, articles, newé=storiesg television
broadcasts, conferences, workshops, movies, slides, maps, tapes of some
direct relevance to. Latin Ameriéa will become available, than were avail-
able in aﬁ? of the Tch;centuryi Yet today it is still thé individual
instructor who theoretically is responsible for familiarizing him or

herself with all that material.
!
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The rac.cal solution to the problem is a departure from traditional

"responsible” instruction and the adoption of what might be called Ideolo-

1

gies of Knowledge. In The Greening of America' we find one such possi-

bility. By framing behavior into states of "consciousness," the author.
provides cné with stereotype containers into which people, groups, events,
societies can be placed. Consciocusness [II is the jdea], harmonious,
brotherly and love-dominated state in which coercive organisms and oppressive
relations wf]] flow away and man and society be happy. Frequently a student
in class will avoid a specific question, let's say, about the new Marxist
government in Chile, by saying something 1ike, "It should be looked at in
the context of whether the society can achieve consciousness and whether
inter-personal relations will transcend the material inequities which the
class system in Chile causes. In other words, will the Chilean people find
Consciousness III?"

Why does this sort of framework appeal to some people? In my
opinion- the fundamental reason for a flight to symbolic, ideological
frameworks is to escape the complexity of the empiricé11y "real" material
being studied. The person suddenly faced with the necessity of "1earﬁiﬁg
something about Chile" cannot come to grips with the vast quantity of
material that is available to him. The solution is therefore to find
security in something which he "knows something abéut.“ The individual
can explain almost any phenomenon in terms of a framework with which he
feels at ease. '

The problems of the limitation of knowledge are intertwined wiﬁh

~.the whole process of learning %tse]F; I ask myself, "Why don't these kids

IReich, Charles A. (New York: Random House, 1970)




know anything about Latin America after twelve years of school?" This
question is not intended to reflect upon the quality of teaching, because
I know that students are being taught about Latin America. It is intended
instead to reflect upon the process of learning. The fact is that at
successive Tevels in the educational system we cannot easily make
assumptions that the student will know anything about Latin America.

I cannot assume (a first-day-in-class map test has confirmed thgt both

in New York and in Iowa) that college students will know more than, on
the average, three to six of the twenty-plus countries of the southern
part of this hemisphere when they are asked to locate them on a map.

The question, "Why is this so?" must be answered by others.

Let me now suggest what behavioral objectives are the most fruit-
ful and urgent ones to pursue, and finaliy map out some specific ques-
tions which could serve as the framework for course units. I hope to
suggest a framework in which we can overcome some of thé critical
Timitations of knowledge, and in which we can reconcile the affective
and objective realities of teaching and thus avoid "ideologies of know-

ledge."

BEHAVIORAL OBJECTIVES

Under the rather constant daily pressures of teaching, one rarely
has the opportunity to ask, "Why am I teaching what I am? What should it
accamp?ish? 13 1t of any consequence?" Teaching about Latin America might
be relevant simply as a necessary part of everyone's broad, educational

experience. What we must determine therefore is what sorts of objectives

are §pg¢ifi§a1ly,and'p;pfpupd1yrimportant about Latin America.
Two frameworks which have served me loyally as guidelines ir con-

structiﬁg courses with some meaningful objectives are, first to divide my

entities into analytical, comparative and concéptual perspectives, and
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seéondS to demand that we Took at anything we see from a functional
point of view,

The fact that housing, education, health and nutritional standards
in Latin America are much Tower than those in the United States is a
vitally important part of Latin America's reality. However, if the
understanding of 1iving conditions is not placed in a comparative per-
spective, very serious problems can arise. The student may come away
with the conclusion that thé United States is "superior" and that Latin
America is "inferior." If Latin America is placed in fhe context of
"developing nations" and if an analysis can be made in which the student
comes to understand that today's modern countries at one time in their |
growth were also "developing" nations, then a more accurate understanding
can be achieved. A discussion of violence in Latin American 1ife is |
incomplete without demanding a consideration by the class of the American
Civil War, of urban violence, of crime, and the law-and-order question in
the United States. Thus you might consider in class, "Why do societies
and men behave violently?" or, ”what is the proper way to judge a nation's
standard of 1iving?" rather than, "Why are Latin Americans so violent?"
or, "Why is the standard of Tiving in Latin America so low?"

This may be hard to accept for some who believe that in a unit about
- Latin America one should "stick to the subject." I find that more is learned
in comparing cross-culturally and using Latin American cases as examples,
than is Tearned in the exclusive description of the area alone.

The functional point of reference which I recommend is this:
Define what you are talking about by considering the social, historicé1;
artistic, cultural, economic, or whatever else kind of environment it

exists in.
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Let me illustrate this point. You see a picture of a hut made out
of bamboo poles, supportiné a floor made out of slats of wood one-half inch
apart, topped by a palm leaf roof with a tiny opening for a door and no
windows. One conclusion that can be reached is thét this is a hut be-
Tonging to a poor family which would be much better off living in a brick
or cinder block house with a concrete or tile floor and a tin roof, with
big airy windows.and a large door.

The functional reality of this dwelling, however, is as follows:
It belongs to a poor peasant on San Blas Island off the coast of Panama.
It is built up on poles because of occasional floods which sweep through
during severe tropical storms. It has a slatted floor because the children
run naked and the babieé' urine can simply run off through the %Iogr_ One
corner c% the hut is the kitchen; the straw roof permits the smoke from
the charcoal fire to escape and also creates a draft for the fire. There
are no windows to let in the sun, so the dwelling is cool during the day.
Moreover, everyone lives outside during the day, and the family rises
before the sun every morning, so that they could never really make use of
sunlight in their hut.

Their house is very functional. A modern cinder block house such
as.that described above would completely upset the ecology of the family.
The house is not the cause of their particular traditional way of Tlife.
Changing it would be no improvement, but instead would exert great hard-
ships on them,

Showing and discussing this picturevhave produced miraculous re-
sults FQF me., Students who bégan the discussion feeling contempt or at
least great sorrow for the poor "housing conditions" of these people,

suddenly saw that here was a family which had great skill and intelligence.
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These people Dverrseverai generations had analyzed their resaurces, their
lifestyle, the realities of the climatic environment in which they 1ive,
and had "designed" a dwelling which in the best possible way fulfilled
their reality. It is a very reassuring thing to discover that human in-
telligence, resourcefulness and efficacy can come from within a man. It
does not require a foreign technical expert. I use the word discover
deliberately. From picture to the conclusion about the house and family,
the student feels that he has reached an important understanding of an
interesting problem. 7

Whenever we expose students to foreign cultures, we must break
down the uni-cultural perspective which most unavoidably havgg We must
give dignity to the fargigﬁ reality. MWe must permit the student to see
that visible "foreignness" is real. It is dysfunctional to press re-
]enfTessiy on the theme: "Al1 people are alike; we are really very much
like the Latin Americans." For if the student comes to accept this at
face value, then those things about the area which are visibly, statis-
tically, emotionally different can only be judged by him as being rather
crude, imperfect, bad imitations of the North American reality. And in
the last analysis the Latin Americans themselves aFé beginning to assert
their distinctiveness. , |

How can the behavioral ohjectives be reaTiied most efficiently?
I suggest that you mobilize emotion before you demand ‘that the student
(a) realize the import of any given problem you identify as interesting
about Latin America, (b) déVG£E any amount of time to Feadiné about an
area and peoples which may seem totally removed from his experiences or
(é) be willing to participate in any discussion or give y@u_Feedback on

what he is studying.



For example a good film whiéh sets out a problem or describes
something moving has invaluable pedagogical effect in studyingsf@reign
areas. It provides instantly and universally shared information among
all the participants in a class. It makes everyone feel he is intellec-
tually competent to enter into a dialogue about the subject. Moreover it
gives the teacher the opportunity of receding somewhat, of becoming Tess
the center of attention and the source of iﬁformationé it allows the film
to serve as the point of reference.

I have referred t@ this affect-based approach to ﬁeaching about

“Latin America as a ?;eﬁtrifuga1 learning procesé.“ Because from the
commonly shared experiénce of the Fi]m}(Fi?mstripS;ESTides, pictures, tapes,
"eulture kits" are also good substitutes if no film is available) materials
can be separated out which relate to the shareﬁ experience (the axis) and
which therefore, no matter how complicated they are, inspire some confi-

~dence in the student. |

The three parts look 1ike this:

A. AFFECTIVE-MOBILIZATION: Media-centered experience.

Provides group self-confidence in subject. Is the easiest
access point to the students' interest. May take advantage
of the students' most highly-developed iearning skilTl-audio-
visual Tearning. Permits the teacher to play a less dominant
role, thus encouraging student initiative.

B. EMPIRICAL-FACT FINDING: Readings and charts, maps, arti-
facts or even further media (slides, pictures) are used to
build the Tevel of knowledge about the subjgcti The relation-
ship between the media and the empirical phase can be one of
three things: Qgpfirm%ng the validity. and accuracy of the
media information; denying the validity of the initial,




emotional experience (this is effective with Cuban propaganda
also with several U. S. military films describing American
military assistance to Latin America); juxtaposing the emo-
tional picture with the more complex world of the whole sub-

ject seen in a 1a¥ger context (for example a film of sTum

~conditions in Rio which creates great emotional involvement,

Jjuxtaposed to the fact that urbanization and terrible urban

“problems have an almost universal applicability).

- . CROSS-CULTURAL TEAM RESEARCH: Groups of students take respon-

sibility for preparing;a presentation in which one.1imited aspect
of the matter under investigation is Tooked at from the per-
spective of how it applies to other cultures. This is es-
pecially effective in courses the scope of which inciudes'

more than Latin America. It helps tie in diverse reaions_and
more than anything reinforces the fact that "cultures" have

both similar and unique features. The role of the student

in making compaﬁiscns is to suggest where the Simi]afﬁties and
differences are to be found. Naturally the idea_o? team research
presentatians creates a sense of participation and importance--
and in a more péFSPHET manner than the media experience, gives
the individual a sense of efficacy. He knows about Sémething

(if he has done his wcrk)'which the rest of the group knows

less about. ‘

REAGGREGATION: If possible the group skould "put it all to-
gether," as the current slang has it. They may reassess the
meaning of the original material experienced, examine how facts

have changed the group's understanding of "the truth," how
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emotions help or hinder in understanding reality, and dis-
cover the place which that particular material, and thus
Latin America in that perspective, has in a world of nations

and peoples.

What can be accomplished; through the "centrifugal approach” in
teaching a number of units about Latin America? This approach lets you
start with an appealing, "relevant" and current piece of matér%aI, and
move out from that to discover the his.tc)'r‘i‘c;ziﬂ_a cultural, political,
artistic, sociological and other factors which have influenced it. Stu-
dents will bé actually wanting to dig back to the Spanish colonial period
and even the pre-Columbian ancient Indian civilization of Peru if they
have been emotionally touched by a film they saw on the life of the high- |
Tand Indian in today's Peru.

In my experienée historical remoteness creates an immediate ob-
stacle in many students. "Who -cares about the Incas in Peru 500 years
ago?" But to see Indians chewing coca Teaves to kill the hunger pain in
their stomach, to watch them work Tike animals on semi=FeﬁdaT‘éstates, to
be touched by a people who today this very moment are alive and doing the
things we have seen them do--that is interesting. Thus the student will
is in the past that the answers lie.

I suggest two integrated but distinct considerations to remember
when planning units about Latin America. First, teach to affect blocks
of intellectual matter--don't neglect emotion as a powerful ally in teéch!
ing. Determine for yourself what the proper combination of affective and
eﬁpirica1 material must be, but keep %n mind that if you arouse the emotion

first you will have overcome inertia and gotten the student moving. Then



13

he will be easily steered to the more solid, "educational" material.
Moreover, try to teach comparatively and try to teach fairly, giving the
- foreign culture the opportunity to show the students why it is as it is.
Teach students to judge the functional perspective, to evaluate something
in the time and space, location and traditions that it is in. |
Second, use a “centrifugal” device to teach what you feel is most
important about Latin America. The old dividing 1ines--Pre-Columbian |
Peopiés, Spanish Conquest, Colonial Period, Independence, the Republican
Period and Modern Problems and Prospects--are probably the most convenient
way‘té carve up time. But teach about the area to explain the present.
and future which delight, frighten, puzzle us. The past as interesting for
its own sake requires a great deal .of maturity, more than we can expect from
impatient young people. And in a world still so far from accomplishing

justice and reason, impatience is after all a virtue.



TEACHING UNIT SUGGESTIONS

sound. An excellent opening statement about conditions of
urban and rural Colombia (as representative of all Latin
America).. 'Film Commission, National Council of Churches,

475 Riverside Drive, New York, N. Y.

Subjects: From the conditions and comments of people it seems

that some sort of revolution is inevitable in Latin America.

What kind of revolution might it be? How would we as a nation
and as individua1§ react to it?

What were the differences between the lives of the
people Tiving in the city and in the country? What was the

role of Father Garcia in their 1ives?

Library,1959). An older book but a very readable and expertly
done portrait of five Mexican families of different 1iving

standards and with interesting prospects for their future.

Projects: Find in your own town an equivalent %@ Father Garcia.
What kinds of problems exist in your town? Is there a
ﬁ revolutionary potential in the U. S.7 Why? Why not? What -
are conditions for revolution? Draw up a family monthly
budget of $42 (average income of people in the film). What

could you buy with it?
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TEACHING UNIT SUGGESTIONS'

Media: Flavio. 4 short black and white, 16 mm sound film
depicting the Tife of a small boy Tiviﬁg in a favela
(squatter!settTement) in Brazil. Contemporary Films,

828 Custer Avenue, Evanstoﬁglii1inaisi

Subject: What is poverty? How do yéﬁ know it whén you see
it? what.dc people have to have in order not to be con-
sidered poor? Are poor people lazy? Is poverty their oWn

fault? Can they ever be anything but poor?

Readings: Carolina Maris de Jesus, Child of the Dark. (New

York: Signet: New American Library, 1962). An accurate and
moving description of 1ife in a Brazilian slum, written in
diary form by one of its inhabitants. Also Victor Alba,

The gatin,Amgnicahs (New York: Praeger, 1970) has excellent

sections on standards of living for the entire continent

written in a most interesting way.

Prajecis: For one week, prepare yourself a ﬁenu'which approxi-
mates the diet of an'inhabjtant of a Brazilian slum. Discuss
its effeéts on you--your mcodsi how you get a1éng with others,
your‘concentraticn, etc. lﬁvite someone from the city planning
office to speak about housing and poverty, urban renewal, the
role of government in helping Tow income people. Compafe this
with the Brazilian case. Visit your town duﬁp. Estimate what
the waste you see would mean to a jggglgidw271er. Would you
mind Tiving on or by the dump? What would you do if you had

no choice? !



"CHAPTER XI

OBJECTIVES FOR A COURSE IN AMERICAN HISTORY FOR SLOW LEARNERS .
By Judith deTuncqg

In studying groups of slow learners, one observes some of the same
personality characteristics over and over againi] First of all, many siow
learners have a very poor self concept. They think of themselves as
"dumb." They say fo éaéh other, "This is the dumb class." Théy have very
Tow self-esteem and therefore expect to fail.

-Secondly, slow learners gererally have a very poor attitude toward
Tearning. The major problem for the teacher is to get their attention and
then keep it. These students need to have thsica] thin§5 to do to get
them involved. Slow 1éarner5'have no senée of schooling being worth any-
thing. They don't see it in any relationship to a future at all. It's
just something they must endure until they are old enough to drop out.

The third characteristic one finds is that slow students have done
very Tittle in the way of value clarification. They don't seem to know
what they vaiué; they haven't given much thought to what their respaﬁsiBiT—
ities or obligatjons are and they do very little thinking about the future.

The fourth :hgracteristic is that they have poor study skills. They
have not learned how to play the game of how to get ahead in the American
public school. Slow students have weak language ékiTTs and ‘are ﬁat as ver-

bal as many other students. Initially they are not anxious to. speak out

) 1Edwin Fentén-et.aTi, The New Social Studies for_the Slow Learner:
A Ratjonale For A Junior High Schoo] American History Course (New York:
American Heritage Publishing Co., Inc., 1969), Chapter 1.
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because they don't think very much of themselves. These students expect
they are going to be wrong.

Fifthly, many slow students have poor inquiry skills, They have
great difficulty with abstractions and generalizations. They aqu have
very Tittle concept of time and place. |
| The sixth problem that one finds is that students who are classi-
fied as slow learners have very 1ittle content background. One cannot
assume that they remember much from fifth grade or eighth grade.

However, slow learners can learn content and skills if what you

are asking them to do is appropriate to both their abilities and their

aspirations. But as the song says, tiiey have to be taught. Many teachers

have a degrading attitude about slow learners. Do you know the study

called ElgmgiionmlnﬂThei;}as;rogm?z Researchers identified for teachers

those students who might be most expected to achieve substantia11y in

their classroom because of the student scores on achievement tests. Sure
enough, at the end of the experiment, those children whom the researchers
identified as being the highest potential achievers were those that had scored
the highest on various types of tests. Then the Eesearchers opened up
Pandora's box and showed the teachers that the testing data did not bear

out that those students who had achieved should have done so. The whole .
point of the experiment is to show the eFFectvoF teacher expectation. As

long as we carry in our minds the attitude that these "slow" students are

dumb and are worth nothing, that's exactly what we are going to get from

- them--nothing. I think the major problem is that everyone working with

slow learners needs to remember that these students can learn if the materials

are appropriate to the students' skills and abilities.

2Lenore Jackson and Robert Rosenthal, Pygmalion In The Classroom
(New York: Holt, Rinehart and Winston, 1968).
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The staff of the Social Studies Curriculum Certer at Carnegie-

Mellon University, who developed The Americans, attempted to state the

objectives of the course in behavioral terms so that both teachers and
students could measure progress. A testing prggram is provided which
measures the conient and skill Dbjectfves,g It qs Peébmmended that an
anecdotal record be kept to measure affective objectives.
The following are some of the behavioré] objectives in the area
o7 attitude toward TEarning:4
1. Student should be willing to listen in class, shown by:
a. Not making a disturbance when others are speaking
b. Paying attention to the teacher rather than doodling, day-
dreaming or interruptingg |
c. Asking questions for cTariF%cation
d. Attending class more regularly than-in the past andrwith
increasing regularity as the school year progresses.
2. The student should be willing to participate in the work of the
course, shown by:
a. Bringing notebook and pencil to class
b. Answefing questions when called upon
c. Doing written work in class
d. workiﬁg,ggnstructive1y in small groups without the constant
, supervision of the teacher,
The second area and the most important one, in my judgment of ob-

jectives, deals with attitudes toward oneself. Some of these objectives

3Edwin Fenton et al., The Americans: Tests (New York: American

Heritage PubTishing Co., Inc., T970).

4Fenton, Rationale, 26-27,
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At the end of the course, the student should have demanstrated pro-
gress toward the development of the following self- image:
1. I'm not so dumb.
2. i'm able to Tearn independently.
3. I can make decisions myself.
4. I know what I can and what I can't do..
5. I belong to: home, neighborhood, school, community, country.
I feel verylstrqngly that in working Wﬁth students who have not -
achieved in school that it really doesn't matter whether or not they are
able to 1ist the Presidents of thé United States or the three provisions
of the Missouri Compromise. Isn't it more essential that students walk
out of your class feeling like decent human EETngs? A course which
stresses self-image goals gives the students self confidence.
A third area of affective objectives deals with clarification of
values:©
By the end of thé course, each student should have clarified his
ideas about the following issues:
1. What is the nature of the good man?
a. What is the good man's obligation to himsalf?
b. Whatvié thelg@od man's pb]ig;tion to his family?
c. HWhat is the good man's obligation to his friends?
d. What is the good man's obligation to his community?
e. What is the good man's obligation to his nation?
2. What is the good 1ife?
a. What role does work play in the good 1ife?

SFenton, Rationale, 27.
6Fenton, Rationale, 28.
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b. What are appropriate ways to spend leisure time?
c. What role should involvement in the family and the community
pﬁay in the good 1ife?
3. -What is the good society?
a. What sért of political system best enables the good man
to Tead the good 1ife?
b. MWhat sort of eéOﬂémic system best enables the good man
to Tead the good 1ife? |
c. What sort of social structure best enables the godd man
to Tead the good 1ife?
As I travel the United States I see a lot of teachers attempting
to impose values on studehts. Value clarification is very diFFerenti
We want students to know what they believe, to know why they believe what
they believe and to be able to articulate it in a reasonable manner;7
One of the problems with value clarification is that many teachers tend
to give the students too much data on an issue before asking them to

clarify. The Americans provides limited data in stating the problem.

If one gives students two or three pages to read and then asks what the
issue is, one finds that one has lost the students on the First!paragraphi
I also find it works much better to talk about one side of an issue rather
thoroughly and then go to the point of view of the other side. If students
try_te talk about two conflicting points of view at one time, many will
simply say: "If those two people can't decide, who am I to try to do so?"
A useful teéhﬁique in really getting students to cTariFy their own values

) 7Fﬂr an example of value clarification in action see Edwin Fenton
et al., The Americans:A History of The United States (New York: American
Heritage PubTishing Co., Inc., 19707, 77-8T. o




is to use the analogy process. Analogies do not necessarily have to be
true cases but analogies do help students think through alternatives to
their positions. Another area of objectives that is stressed in The
Aﬁgrjggpg is study skil1s:®
1. Reading.

rai Prose!passagesg

1) Can sound out and pronounce new words.

E) Can determine the meaning of new words from context,
from written definitions, or by matching words to
pictures, ’ |

3) Can discriminate between the main ideas and subordin-
ate detaiis in paragraphs or in longer prose passages.

2. Maps. |
Can gather information from a map by using scales, symbols,
projections and similar tcols.
3. Tables, graphs, charts,
a. Can gather informatiqn from tables, charts and graphs when
cued by questions..
‘b, Can convert from one form of tabular or graphic representa-
tion to anéther by following specific directions.
4. Listening.
a., Can follow directions given orally b& the teacher.
b. Can gather data from a Fecofding when guided by study
quesﬁi@nsi
C., Can gather data from teachers' and students' oral pre-
éentatians.

SFEﬁtDn, Rationale, 29.
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5. Viewing.

a. Can describe accurately what is portrayed in a single still
photograph.

b, Can classify photographs by subject.

c. Can discriminate between relevant and irrelevant visual
evidence. |

d. Can make a verbal generaljzation from visual evidence in
filmstrips or collections of pictures.

6. Writing.

a. Can i1l in blanks and make free-response answers to ques-
tions in a workbook.

b. Can write appropriate responses to several types of mu]tié]e
choice_questicns.

c.. Can write a short paragraph consisting of a topic sentence
and several short sentences containing evidence.

7. Speaking.

a. Can pronounce selected social studies terms correctly.
b. Can participate in class discussions or skits.
c. Can present oral reports to the class.

Content cavefagé is not essential, in my opinion, -in working with
slower studants. When selecting content though it is useful to keep the
following objectives in mind:2 |

1. Content should enable the student i@;describe ways in which some
people in American history had problems and hopes similar to his own.

2. Content should make the student persénal]y involved in contemporary

problems so he can discuss problems of the present in 1light of ﬁhe past.

Fenton, Rationale, 31.




3. Content should produce a person who can operate as an intelli-

gent citizen, who is able to 1ist rights, privileges and responsibilities

that he has in this democracy .....
In working with slow learners, I am not proposing we offer watered-

down American history courses as they are taught in many schools, The
staff of the Social Studies Curriculum Center developed a course that is
relevant to the student. For example, the first concept introduced in

The Americans is the unknown. Students are asked how they would feel

about moving into a new neighborhood and are encouraged tc discuss their
feelings about a variety of unknown situations. Then studentsvare asked
to think about how Columbus or the. men on his ‘ship must have felt when

faced with the similar problem of the unknown. ThefAmericansfre1ates to

students with the introduction of some big universal ideas.

In regard to methodology, many of us have found that slower stu-
dents can be taught to use the inquiry process. Inquiry appea]sito many
stower students because when a class is presented with a visual or oral
piece of data there can be a variety of hypotheses: proposed. Therefore,
the risk of failure is much less than in a conventional right and wrong
answer situation.

Here is how the inquiry process might go with a class or slow
1earnersg]D I wouid ask them whether any of fhem have moved lately. I
would ask those who have to describe the circumstances aﬁd reasons for
their move, 1isting on the board some of the problems their families en-
countered in moving. Secondly, I would show the class a number of untitled

pictures in the form of a filmstrip illustrating various people moving west
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in America in the 1840's and 1850's. 1 would ask the students to hypothesize

10Fenton, The Americans, 144-150 for materials to use with students.,




about the problems these historical people encountered in each picture.

The students will see many different problems in each picture. The teacher
must remember that he or she does not know the "right" answer either. The
students' responses should be written on the board so the class can observe
them. The next step would be to get the students to classify the pictures
because many of our hypotheses may be overlapping. I ask students to sug-
gest some categories under which we might place several of the hypotheses.

I do not impose categories on students. One of the skills of a thinker is
the ability to categorize so he will not be overwhelmed with data. Stu-
dents need to be taught to do it and they need to have experience in doing
it. It is not useful for the teacher to provide the categaries'and then have
students place hypotheses under the various categories. At this point, stu-
dents need to begin to support or refute their hypotheses. The teacher pre-
students to discuss the ways in which each source supports or refutes the
hypotheses. I ﬁave found that primary sources work beautifully with slow
learners if the reading problem is conquered. In many cases, it may be
necessary to fictionalize the primary sources. This does not mean changing
the meaning of the source but simply writing the source in story form and
removing some of the more difficult words. Some teachers have also had great
success with simply telling a primary source in the form of a story. This
type-of inquiry is‘net pure inquiry because pure inquiry implies that students
would form hypotheses and then seafch through primary and secondary sources
to support or refute their hypotheses. This is a modified form of inquiry
and the students and teachers need to understand that it is not "pure."

After the class has examined the three pieces of data and the stuﬁents have
decided which of the hypotheses are most valid I ask the students to gener-

alize. "We have talked about the problems your families nhave had in moving




and we have talked about the problems people had in moving in the 1800's,
Can you make any general statements about the problems people have in moving
no matter what the period of time?" Obviously, this is the main content
goal of this lesson. I am not concerned that the student should be able

to Tist ten problems people had in moving west but rather that he have in
mind some major problems that are general to moving. Later on in the
course, we might ask the students to test their generalizations based on

the immigrants' experiences. The purpose of inquiry is for students to

take data and get it down into some meaningful big ideas, so that they

are seeing the whole forest instead of getting lost in all the trees.

The Americans provides several resources. There is a student

text filled with primary and secondary sources divided into fifteen to
twenty minute segments. Slow learners have short attention spans and
need ﬁo have the pace varied frequently. The program provides a work-
book with a variety of activities. The first questions are very easy
ones that any student.can answer. The purpose here is to provide imme-
diate gratification to the student because he, too, can succeed. The
second and third kinds of activities are harder kinds of thinking than
immediate recall. Oftnen Séﬁus exercises are provided. The workbook
héTpé in class discussion because many slower students tend to be Tess
verbal and if they have written something out they are mgch more willing
to read to you what they have written rather than taking a chance on
Spéaking spontaneously. There is also an extremely detailed testing
program which tests listening skills, reading SkiTisg paragraph writing,

inquiry skills and content. The Americans has a detailed rationale and

teacher's guide to provide suggestions for the teacher. In addition,
much of the data is provided in an A-V kit which contains picture cards,

filmstrips and cassette tapes because many students who have learning
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difficulties need to learn to deal with data in forms other than the
printed pagei]]

In conclusion, the most important objective of The Americans is to

teach students how to think. Secondly, in the area of values, The Americans

strives to teach value clarification and to improve the student's self

.image. Thirdly, The Americans teaches content about the American past

and also the skills necessary to succeed in schkzol.

_ 12For further information on The_ Americans, contact your local -
Rj}:]tg Rinehart and Winston representative.




CHAPTER XII

AMERICAN POLITICAL BEHAVIOR: A NEW APPROACH
TO CIVIC EDUCATION IN SECONDARY SCHOOLS*
By John J. Patrick
The High School Curriculum Center in Government at Indiana Univer-
sity was established in 1966 to develop an alternative to widely-used sec-
ondary school civics courses. During the first year of the project several
basic weaknesses in civics instruction, which could be remedied through

development of improved instructional materials, were identified.

The Need For Reform of Civics Courses

A major defect in civics courses has been the inadequate content
of standard civics instruction. Recent studies of widely-used instruc-
tional materials have revealed an enormous gap between the subject matter
of civics courses and knowledge about politics produced by social scientists
during the past two decaéesi An explosive development of knowledge and
techniques of inquiry has marked the work of social scientists interested
in political phenomena. Yet most students have continued to study about
politics as their parents did. Thus, the picture of ﬁoTitics and government
presentea in secondary school classrooms tends to bear little resemblance to
the WDFTd;Df the po]itigién or QF‘thE political scientist. E

Civics courses have been devoid of the perspectives of modern poli-

tical science. They have tended to stress Tegalistic -descriptions of govern--

mental institutions and ethical prescriptions about political behavior.

*The Co-authors of "American Political Behavior" are Howard D.
Mehlinger and John J. Patrick of the High School Curriculum Center in
Government at Indiana University. The publisher is Ginn and Company of
Boston, -
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Political processes have been described as some people would wish them to
be rather than as they are, thereby confusing factual and value judgments.
The socio-cultural foundations of political behavior, the extra-legal fac-
tors that influence public policy decisions and the functioning of govern-
ment, have beenAignoredg Value conflicts and processes of conflict resolu-
tion -- the controversies, competitions, and compromises that are basic to
political activity -- have been omitted or treated superficially.

There has béen'Titt1e effort in civic education to develop critical
thinking skills and inquiry skills. Students have been urged to be critica]:
thinkers and probing inquirers, but the standard textbooks have provided
meager instruction about how to think critically and to establish warrants
for propositions about political behavior. Widely used textbooks, while ex-
horting students ﬁo make rational political decisions, appear to have been !
fostering a ﬁindﬁdéadening "readregurgitate" pedagogical style. End-of-
chapter questions énd suggested activities that have appeared in standard testbooks
have emphasized rote learning of discrete facts about governmental institu-
tions. In addition, some textbooks have urged students to engage in sublime
normative discussion while neglecting to prepare them to cope successfully
with the rigors of value analysis.
upon learners. Civic educators have aimed at teaching democratic political
beliefs and know1edge of governmental structures and political affairs. But
numerous studies have demonstrated tﬁe impotence of formal civics instruction
to impart knowledge or influence beliefs. Fér example, a recent study by
Kenneth Langton and M. Kent Jennings, of a national probability sample of
tweffthagradersg found only minuscule changes in political attitudes and

" sophistication as a result of formal civics instruction. The National

Assessment in Citizenship Education, conducted by the Educatioﬁ Commission




of the States, is the most recent of several nation-wide surveys which
have documented the ignorance of Americans about the structure and fuﬁctions
of government and the strategies of effective political activity.

The picture of political 1ife that has been conveyed through stan-
dard instructional materials is like a poorly constructed map. Like a
~ poor map, which may lead a traveler astray, the picture of political Tife
projected via widely used texts may mislead students who use it as a éuide

to the political world.

Goals and Objectives of "American Political Behavior"

The major goals and objectives of "American Political Behavior"
have been selected in response to the defects DFVCiViCS instruction dis~-
cussed above. The gaais are indicative of the orientation of instruction.
Among the most important of these goals are:

1. increasing capability to meaningfully perceive politically

relevant experiences;

2. developing capability to organize and interpret informa-
tion;

3. developing ability to determine the grounds for confirma-
tion or rejection of propositions about politics;

4. developing capability to formulate and use concepts, des-
criptions, and explanations about political behavior;

5. developing ability to rationally consider value claims and
to make reasoned value judgments; - .

6. influencing students to value scientific approaches to the
verification of factual claims and rational analysis of
value claims;

7. increasing capability to assess the likely costs and re-
wards of particular types of political activities;

8. reinforcing democratic political beliefs such as respect
. for the rights of individuals, support for majority-rule
practices, acceptance of civic responsibility, etc. I

W R



In support of overriding instructional goals, such as those stated
above, specific instructional objectives have been stated for each lesson.
These instructional objectives indicate what the learner is able to do as
a result of instruction. They indicate the kind of instruction necessary
to provide Tearners with capabilities specified in the objectives.

Following are six examples of precise instructional objectives for
different lessons in the "American Political Behavior" course.

1. Students are able to construct a contingency table from raw data.
2, Students are able to state empirically testable hypotheses.

3. Students can infer from data on pages 000-000 that individuals
with higher socioeconomic status tend to be more active in
political affairs than individuals with Tower socioeconomic status.

4. Students can combine the following variables to construct ex-
planations for the voter turnout rate of different types of people:
a) sense of civic duty; b) political interest; c) concern with
election outcome; and d) sense of political efficacy.

5. Students can distinguish factual judgments from value judgments
in The Pleasant Valley Case,

6. Students can make evaluations of the political behavior of the
major participants in The Pleasant Valley Case. They are able
to explain, by reference to their own values, why they made these
evaluations.

These instructional objectives are pointed and detailed, They leave
1ittle doubt about what st.dents are expected to do to indicate that they
have acquired é particular ability, to indicate that masteﬁy-1earning has
occurred. Instructional objectives are provided with each Tesson plan in
the "Teacher's Guide to[American Political Behavior." Teachers are able to
know precisely the purposes of every lesson and how to teach to accomplish
thémi

At the end.of instructional sequences, rcugh]y'every two to three
wéeks; teachers are instructed to administer an examinatien designed to
measure attéinment of the instructional objectives most recently taught.

The examination items reflect the instructional objectives; they are criterion
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measures of the objectives. Successful performance on the examination sug-
gesfs mastery of the instructional objectives reflected by the exam.

The instructional objectives of "American Political Behavior" in-
dicate that instruction is aimed at teaching particular knowledge, skills,
and thought processes. Notice that the examples of instructional objectives
presented above refer to several different skills of inquiry and critical
thinking and to various thinking processes such as memory, comprehension,
interpretation, application, analysis, synthesis, and evaluation. The com-
plete set of instructional objectives, stated in the "Teacher's Guide to
American- Political Behavior" are indicators of subject matter, lesson se-

quencing, and instructional techniques.

Selection and Organization of Subject Matter

The subject‘matter of the "American Political Behavior" course
has been selected and organized to overcome basic inadequacies of the con-
tent of typical civics courses, to narrow the knowledge gap and conceptual
lag that has severely afflicted secondary school civics instruction. In
"American Political Behavior," the relationships of social factors to political
behavior are emphasized. Students are required to stﬁdy the political process
in terms of several basic social science concepts, such as political culture,
political socialization, social class, status, and role. The relationships
between these concepts are stressed, so that students Tearn how to construct

and apply conceptual frameworks to'thg organization and interpretation of in-

- formation. Controversial topics, such as the political aspects of race rela-

tions or the relationship of social class to political behavior, permeate the
course. However, these topics are included as subjects for analysis, ﬁot as
exercises in iconoclasm.

Following are the five major units of instruction which comprise the

American Political Behavior course.
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1. Introduction to the Study of Political Behavior. In this unit
students are introduced to the meaning of political behavior,
to the social science approach to the study of politics, and
to the process of making value judgments and policy decisions
about political affairs.

2. Similarities and Differences in Political Behavior. In this
- unit students Tearn about the reTationship of social factors
to political attitudes and political behavior. Basic concepts
are introduced such as role, socioeconomic status, culture,
socialization, and personality. This unit includes material
about the political behavior of ethnic groups.

3. Elections and Voting Behavior. This unit focuses on the re-
lationship of various social and psychological factors to vot-
ing behavior. Other topics are the formal and informal rules
that direct the election process in our society, the differ-
ences between the major political parties, and the consequences
of voting behavior.

4. Political Decision-Makers. In this unit students learn about
the politicaT roles of four types of public officials in the
national government: the President, congressmen, bureaucrats,
and judges. The rights and duties of each role type, the recruit-
ment of individuals to the role, and the decision-making acti-
vities of the role occupant are emphasized,

5.. Unofficial Political Specialists. In this unit students learn
about individuals who influence public policy decisions, but
who do not hold formal positions in the government. Four types
of unofficial political leaders are studied: the interest group
leader, the news commentator, the expert-consultant, and the
political party leader, :

A textbook, a package of worksheets, a packet of transparencies, a
booklet of simu]ations; and a board game package are the vehicles for pre-
senting the subject matter. The textbook is packaged in two ways: 1) as a
single hardcover text, for those wishing to use the entire course, and
2) as two paperbacks, for those wishing to use either the first half or the
second half of the course. The first paperback text includes Units One, Two,
and Three, The second paperback text includes Units Four and Five.

.ThE'téxthOk is not typical. The book-is permeated with exercises
-and problems. Thus, after reading a few pages of the text, students are

problem. Numerous cases are presented to illustrate various aspects of



political behavior and to provide raw material for analysis.

The worksheet package consists of a series of ditto-masters from
which class sets of materials can be made. The worksheet lessons involve
the generation and management of data. Exercisés in table reading, table
building, graph reading, and graph construction are presented via work-
sheets. Through the worksheets survey research activities are presented
and structured.

Several lessons in the course are built around the use of trans-
parencies. Some of these lessons are concerned with the generation, or-
ganization, and‘interpreta;ion of data. Others are for the purpose of
raising questions, provoking speculation, or proﬁpting insights.

Two simulations are presented in a booklet. One requires students
to play roles of voters, candidates, and campaigners in a city election.

The other simulation requires students to play the roles of public officials
concerned with particular policy questions and community influentials who
desire to influence pubTié policy decisions.

The course includes two board games. One game 1is aboﬁt the legisla-
tive process, the means by which a bill becomes a law. The other game is

about the recruitment of associate Justices to the U.S. Supreme Court,

Inst}uc;jongj Technigues

The Tessons in the "American Political Behavior" course have been
planned to prepare students to apply skills, ideas, and information. Over
and over again students must demonstrate ability to use particular ideas,

skills, and information to complete an exercise or solve a problem. Teach-

Different instructional techniques and types of lessons are employed
in the course. The iﬁstructiona1 objectives for a particular lesson, or set

of lessons, are guides to lesson design and teaching strategy. Different
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. ing strategies are planned to develop skills of critical thinking and inquiry.



types of instruction are employed to achieve different types of instructional
objectives. For example, the use of a written instructional program, whicﬁ
provides precise step-by-step direction, is a very efficient way to teach

a skill such as how to read contingency tables. In contrast, student role
playing and interaction within the context of a systematically designed
simulation activity is an appropriate way to develop ability to devise
fruitful political strategies.

Lesson sequencing and teacher strategies of "American Political
Behavior" are organized to help students develop and test their own hypo-
theses and to critically judge the hypotheses .of others. Each new topic
is introduced through an activity that requires students to speculate
freely and then to formulate hypotheses about the topic. Next, students
are réquired to reassess and modify hypotheses in the light of additional
information and new ways of organizing information. The next stép involves
student applications of modified ideas to new situations. Students com-
plete the study of a topic with a Tesson that-requires them to make value
judgments-about,the tepic. Students are called upon continually to classify
and interpret information in terms of the social science concepts thét struc-
ture the course. Case studies are used ektensive1y as the basis for student
analysis of political behavior. In addition, students are required to eﬁgage
in simulation, games, role playing, and political attitude survey activities.
; | Four basic categories of instruction are used in the course. They
are labeled: 1) confrontation, 2) rule-example, 3) application, and 4) value

Judgment. Each category of instruction has been devised for different pur-

poses and requires different instructional techniques. The Fd]Towing diagram

indicates the differences between the four categories.
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Categories of Instruction

I. Confrontation A. Focus Attention
B. Motivate ,
C. Generate Speculations and/or
Hypotheses
II. Rule-Example A. Systematically Deve]op Ideas

and/or Skills

B. Test Hypotheses

II. Application A. Require use of ideas, information,
and skills presented previously
Provide clues about the extent to
which instructional objectives have
been attained

IV. Value Judgment- A. Relate evaluational questions to an

Policy Decision . empirical context ’

B. Require reasoned value judgment

Confrontation lessons initiate study of a particular topic such as
participation in public elections. The role of the teacher is to conduct
open-ended discussion. The teacher is supposed to provoke students to re-
spond to stimuli presented in the Tesson and to provide cues to sustain dis-
cussion. The teacher is to refrain from judging student responses, since
the point of this type of lesson is to generate speculation, to raise ques-
tions, and to provoke inquiry. When féaching a_conFrQntation'Tesson, the
teacher is primarily a discussion manager, rather than a giver of answers
or a judgér of student responses.

In-class attitude surveys, case studiesg student reaction to pictures
of symbols, and prgvocativé questions and contrasting points of view are among
the kinds of Tessons employed in the confrontation category of instruction.
For example, four brief cases are used to fnitiatevstudent consideration of
the following two quest1on5 1) What is politica! behavior? and 2) Why do
people behave po11t1ca11y? In another part of the course contrasting argu-
ments about the meaning of loyalty and patriotism are used to provoke student

consideration of questions about the origins and consequences of political




beliefs about patriotism and the right to dissent. In another part of the
course, the confrontation lesson consists of soliciting student speculation
about the relative tendencies of different groups to participate in public
_elect1cns A set of transparencies, CDnvey1ng pictorial representations of

d1Fferent social qrgups, is used to stimulate student reaction.
of a tﬂp1€ initiated through the confrontation lessons. “The teacher role

-of particular skills, ideas, and information. Thé teacher is expected to
help students make judgments about their responses to questions and exer-
Eisés.. | !

Teacher demonstrations, proérammed instructional materials, written
exposition enrijched W1th éxamp]es and exerc1ses, and data prace551ng and
ana1y51s activities are among the kinds of lessons employed in the rule-
examp]e category of instruction. For example, an instructional program is
used to teach students how to ccnst?uct cant%ngency tables. In aﬁather part
of the course, written éxp051t1on enriched with examp]es and exercises is
used to teach the meanings of aspects of political behavior such as issue,
influence, political resources, and pDTicy decisions. In this lesson rules,
or criteria, for determining instances or nbn—instancés of issueg influence,
" political resource, and policy deciSiDﬁ,are specified. Examples of instances
and non-instances of each of these tefms are presented. And then students
are required to use these terms to-ciassify fresh information. In other
parts of the c@urse,'the ruTEaexampTé lesson requires students to jnfer
generalizations, or ﬁuies, from statistical data. For example, a particular .
~lesson about voter behavior requires students to infer prépasitﬁcns relating

“voter choices and several social variables from statistical evidence.



The aﬁpiication category of instruction involves student use of
information, ideas, and skills 1n a novel situation. Through application
lessons students are provided an oppgrtunity to indicate mastery of in-
structional objectives. Students who demonstrate mastery of application
lessons provide evidence of particular capabilities. If these capabilities
were not present prior to instruction, then one can assume that mastery of
application lessons demonstrates 1eafﬁing. Inability to master application
lessons indicates deficiency in terms of particular instructional objec-

tives. Careful appraisal of inadequate student performance may provide

~ clues about student incapacity that can be overcome through remedial in-

struction.

The teacher role during thé'appTication stage of instruction is to
help students assess the extent of their learning, to heTﬁ students to
determine whether they have attained particular instructional objectives.
Teachers should give special attention to sthEﬁts who cannot demonstrate
mastery.

Case study analysis, classification exercises, data processing and

interpreting problems, simulation activities, and games are types of appli-

cation lessons, For example, throughout the course students are required tq'
apply conceptual frameworké to the analysis of case studies of political
behavior. In a certain part of the coursegvstudents'are required to apply know-
Tedge of voter behavior and public e1ectiéns to the successful performance
of roles in a simulation activity. Another app11cat10n Tesson requires
students to process data and make inferences from the data about variations
in sense of political efficacy.

The value judgment category of instruction provides an opportunity
to relate particular descriptions and explanations to vaTue'judgmentsi _
Through these Tessons, students have the chance to relate their studies of

what ﬁsg'and what has been, to consideration of questions about what ought
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to be.

The. teacher role is to conduct open-ended discussions, to provoke
student responses, and to influence students to engage in rational con-
sideration of value claims. Rational consideration of value c1éims means
assessing consequences of particular value Judgments and determining con-

. sistency between preferred means and valued ends. |

Through lessons requiring value judgments and policy decisions
students are taught to distinguish faétua]rjudgments from value judgméntsi !
They are also téught that fruitful value judgments depend upon competent
factual judgments, that reasoned value Jjudgments stem from careful consider-
ation of what is and what might be.

In the "American Political Behavior" course students are required
to make value judgments about the outcomes of case studies of political
behavior, They are required to make vaTQe Judgments and policy decisions
when playing roles in simulation activities. They are required to make
value judgmeﬁts about alternative political strategies and fechniquesg

about alternative political beliefs, and about alternative policies.

The Potential Payoff of "American Political Behavior”

"American Political Behavior" has undergone two rounds of field test-
ing. During the iQESiEQ school year, the course was piloted in forty schools
with eighth- and nﬁnthigradérs in different sections of the country, "Feed-
back" from this trial resulted in a revised version of the course which was
piloted in over fifty schools, with mostly eighth- and ninth-graders, during
the 1969-70 school year. Several twelfth-grade classes used the materials
during this second field trial. Criticisms derived from this second round
of %ie?d testing Ted to a second revision of tﬁe'ccurse; which Ginn and

Company of Boston is publishing.




. .Evaluation of the course reveals that it is }iabTe with students
who can read at roughly a ninth-grade level of difficulty. "American
Political Behavior" is not appropriate for "slow learning" ninth-graders
who have severe reading problems. "American Political Behavior" seems to
be a viable twelfth-grade course, since the subject métﬁer and the approach
is fresh. Presumably, capable twelfth-graders will be able to move through
the course more rapidly than most younger students.

What is the potentia® payoff of "American Political Behavior?"
. What might be the impact of applying conceptual frameworks from social
science to the study of politics in secondary schools? CEPt&ﬁﬁ answers
to these questions are not available. However, two years of field trials
involving several hundred students havéxyie1ded some tentative beliefs
abcut;the worth of "American Political Behavior." It does appear that
ccncéptua] frameworks from the social sciences can be productively applied
to civics instruction. These frameworks do prcv%de students with useful
new perspectives for viewing political affairs, Presumab?y these concep-
tual frameworks can he1prstudents to understand and to cope more effectively

with the social forces that influence their political beliefs and actions.
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CHAPTER XIII

LAW AND SOCIETY -- PILOT PROJECT
By Kamilla M. Mazanec

HISTORY

The Law and Society Project began in the summer of 1969 under a
grant from tge Iowa Crime Commiésign; Fdnded'thr@ugh the Omnibus Crime
Control and Safe Streets Act of 1968. Materials were prepared Fcrlﬁse
as a teacher's manuali in a high school course:designed to instill into
high school students respect for the law through knowledge of the sub-
stantive Taw and of the Tegal system. - |

A further grant was made in the 1969-70 school year, with match-
ing funds supplied by the Towa State Bar Association. This grant covered
preparation of student materials, presentation of a seminar to acquaint
certain specified teachers with the materials and how to use them;’aﬁd
pubTication of the materials for use on an experimental basis in selected
Des Moines public schools. This grant was intended to test whethef the
course and the méteria]s in fact aghievéd'the results hoped for and

should be presented for incorporation into the curriculum of Iowa schools.

MATERIALS

Ten hypothetical fact situations, involving legal topics, were
of Torts; Automobile Torts; The Student and His School; Protest and Dis-
sent; Student and Work; Love and Marriage; Divorce and Family Dissolution;
Buying, Selling and Credit; Buying, Selling and Leasing; and Military

Service. After the factual situation was presented in story form, a
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series of questions was asked to illustrate the legal points involved.
The teacher's manual and student's text are the same to this point.

The teacher's manual then contained a very extensivé presentation
of Tegal materiaié needed to answer the questions posed. The materials in-
cluded complete copies of relevant statutes, and a few excerpts and many
full reports of court opinions.

The student's text included a draStica1]y;edited'version of the
legal materiais in the teacher's manual. Case and statutory materials were
usually Timited to one paragraph quotes or paraphrases. Only a very few
cases were presented in full; these included the Tinker case, probably the
most significant recent case on school autharityi In addition, the legal
material was clearly arranged and numbered, so that the student could see

how a legal conclusion on a new point.is built upon previously established

~ legal principles.

The approach of the matériais == j.e., a hypothetical fact situa-
tion followed by 12331 materials from which answers must be concluded --
is typical of 1aweschooi teaching. It was hoped that this approach would
generate student iﬁtérest and that the high school student would achieve
both a knowledge of the substantive law and an understanding of the legal.

system,

LAW AND SOCIETY COURSE

'The materials were used as an eight—week unif in a required ninth
grade government course at one Des Moines junior high school, and in the
required twelfth grade government course at one high school. The materials
were supplemented by materials of the fndividua? teachers, by variour |
5peakers such as judges, and by other programs such as mock trials. One
hundred thirteen students in the twelfth grade general track government

class and thirty-three students in the ninth grade general track government



class participated.

For the most part, the selection of suppTémentary materials and

- supplementary speakers and programs was left to the individual teacher.

However, the course was designed to utilize periodic visits of law stu-

dents to answer student questions.

TEACHER SEMINAR

| In order to acquaint the teachers with the 1§ga1'materia1s, and
with how they were typically presented in a law sgﬁgo] class, a one-week —
seminar was held. Thexmatériaisiwere reviewed, teaching techniques were
discussed, purposes of the course were enumerated, and various supplementary

materials, speakers, and programs were considered.

ATTITUDE SURVEY

In order to determine whether the course did in fact change student
attitudes towards ;he Taw, an attitude survey consisting of forty questions
was administered at the end of the courée to students who ﬁad completed the
course, and also to control groups at each school who had not DQEﬁ par£ of
the course instrugtiohg,

A basic hypothesis upon which the evaluation was based was that the
experimental groups which were exposed to the special materials and teaching
strategies would, in general, choose more of the pfeferred reSpoﬁsés than
would the control groups. Analysis of thé resu1f§ of the survey shows that
such was the case in nearly all items included in the attitude survey.

Among the attitudes in which ti:e experimental group showed signifi-
cant change are the following:

2. Laws place 'more importance on property rights than

on individual rights or human rights. Disagreed.
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5. The Taw provides as much protection for your

. rights as it does for the rights of others. Agreed.

6. A poor person will receive fair treatment 1n
caurts

|
—

When it comes right down to it, younq people
have ‘few if.any rights, _ Disagreed.

13. A parent should have a 1ega1 right to the _
services, control and custody of his child. Agreed.

14, Police protection is vitally necessary to )
an order]y society. Agreed.

17. Schools are poor places to apply the ideals
of democracy. Disagreed.

20, If a student and his parents disapprove of
the course, policies or teachers of .a school, B
there is 11tt1e that they can do about them. Disagreed.
Significant increases in the percentage of students recording the

preferred answer were evident at both schools.

VI. TEACHER EVALUATION 7
After the course was completed, an evaluation session was held
with the teachérs; the préject director, and the social science super-
visor of the school district. |

A. Student Interest: Both teachers agreed that student interest

in the course was very high, and that the stimulation of interest was jus-
tification alone for continuing tﬁe course. In fact, one teacher said
that even though the material was above the level of his ninth grac. stu-
dents, it was the only matéria1 presented all yeak which attracted their
attention. | |

B. Materials: It was agreed that the materials were best suited
for the twelfth grade level, and were too far above the general ninth grade
student. If the course is to bé offered on the ninth grade Tevel, a com-
pletely new set of materials, including some new and different subjects,

[:R\ﬂ: should be prepared.




Some expansion of the materials is necessary in order to present a
more complete picture of the law to the students, ‘First, some materials
should be available céncerniﬁg_hgw our legal system operates, and how the
federal and state judicial systems are intertwined. But most important,
at ]eést two‘criminaf£15w problems should be added. The students themselves
felt the lack of criminal méteria?, and the teachers believe it is necessary
in order to present a contrast to the function of the civil law, which is
so clearly presented in the materials now. - |

Some revision of the present matériaIs is a]sQ necessary in order
to bring them up to date. For example, a new divorce statute was adépted
in Iowa after the mater%a?s had been printed, and several Supreme Court
cases on the draft.were'decided after the materials had been finished. If
this course’and these materials are ad@pteé on a state-wide basis, and are
continuously offered in the sehé@T system, some method mﬁst‘be found to
up-date the materia1s each year, | |

The teachers requested help in writing exams over the materials.

It was agreed that once the materials have been expanded to include
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some criminal law problems, they will be suitable for use in a "mini-course,"

a six to nine week unit presented during the g@veénment class in the twelfth
- grade,

C. Qgggég; ‘This course should be continued in the schools, on
the twelfth grade level, the teachers-felt, but it should be offered as an
.elective. f

One of the highlights of the course fromrthe studenté' viQWpoints
was the reSQurce=personne] brought intg the classroom, and the program aﬁd
field trips arranged by the teachers. Mock trials were held at both schools.
Field trips included a visit to a court, Judges, lawyers, policemen, and °

\S*her interested persons spoke to the classes. At the high school, the




visiting speakers attended one class only, but their visits were recorded
on video taﬁe and played for the other classes. It was felt that members
of the executive and legislative branches of the government would also be
good resource persons to bring into ‘the classroom. )

The supplemental speakers, and supplamental programs, should con-

tinue to be within the discretion of the classroom teécherg but the teachers

felt that an exchange of information between teachers GFVthfS course might
be helpful. | | |

D. Séminaf; The seminar was deemed essential by the'téachers;
since the materials and the teaching techniques are distinct from those
usually presented in high schools. Even though a teacher has used the
materials before, some seminar presentation should be made each year, to
bring him up to date on new developments in the law,

Supplementary materials which might possibly be used, and supple-
mentary programs which might be added, and testing techniques which can
be utilized, could also be discussed at the seminar. In addition, an
actual example of how a law class is conducted might be helpful.

A Fouf=or five-day seminar, to acqﬁaint the teachers with the
materia1§, is preferable. Questionsrof individual teachers could be
answered in person, teachers' experiences could be exchanged, and the
discussions among teachers could stimuiate new materials and new pro-
grams. However, if such a seminar could not be held, for financial or
other reasons, thén a very extensive teachers' manual should be prepared,
containing the same information. -

E. Value of Course: It was the teachers' belief that the stu-

dents thought much more ratignaﬁ?y and reasonably about the law at the
end of the course. They no longer believe that law is arbitrary and

restrictive. The students came to the course, the teachers said, with
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the belief that law was to be manipulated for.their own individual
pleasure. At the end of the course, the students realized that law was
the result of compromising and balancing the rights of people in general.

The survey seemed to support this attitude change in students.
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CHAPTER X1V

DEVELOPMENTAL ECONOMICS EDUCATION PRDERAM (DEEP)
Introducing Economic Concepts at Pr1mary Levels
By Donald L. Davison and John H. Kilgore
During the past decade, social studies ﬁragrams prqduééd for elem-
entary SQhoois have undergone extensi&e changes. New developments, includ-
ing Jemme‘Eruner's1 emphasis on teaching the "structure of a discipline,"
together with the Joint Council on Eécnomic Education's Project DEEP (De-
~velopmental Economic Education Program) and associated "project Social
Studies," have had a2 profound effect upon the new programs now being pub-
Tished. |
| An earfy’sign of the developingrevolution was the publication in

1963 of Senesh's Our Working ﬂpﬁ]d (SRA)EQ which he describes as an "organic

curriculum" for the elementary social studies. His curriculum is develop-
ﬁeﬁtaT and inter-disciplinary, containing basic concepts from not only
econum1cs, but from political science, sociology, anthrapgiogy, et et.al.
Today, nearly all maJor pub]15her5 for e]ementary social StudTES materials
are in the midst oF pub11sh1nq 'new" social studies series. Suchrmater1als
present elaborate scope and sequence charts to demonstrate the deve]apment
of baSTC concepts in economics and other behavioral sciences as well as
history and geography in "inter" or "multi" disciplinary approaches to the
social studies. |

Bruner, Jerome. The Process of Education, Cambridge; Harvard
University Press, 1962. ’ ~ "

Esenesh, Lawrence. Qur Working World Series, Chicago; Science
Research Associates, 1963.




Another source of materials has been deve?éped by the authors in
coﬁﬁection with the Deve?&bmental‘Econcmfc Education Program (DEEP) in
the Des Moines, Iowa Public Schools. The Des Moines School District was
invaﬁVEd in Project DEEP as a "pilot" school system from 1965-68. The
major thrust of Project DEEP in Des Moines has been in the area of economic
éducaticn focusing upon: (1) materials development, and (2) the in-service
training of teachers, particularly at the primary level.

C]Dée liaison was maintained by the authors with Des Moines teachers
in developing economic education materials for-usé in the primary grades
in the Des Moines Pubiic Schools. 'Such»a close and continuous relationship
was needed for at Teast two important reasons. First, Dnée-the economic
concepts to be téught were determined, teachers provided valuable insights

into methods of presenting them to children; and'sec@ndiy; close contact

~ with teachers provided needed information on their own ability to grasp or’

- handle economic concepts. Although extremely time—céﬂsumihg, in-service

programs involving teachers, curriculum specialists, and economists in the
development of material probably are one of the best means of insuriﬁg that
materials will be presented to children in the intended manner,

| The first material developed in the Des Moines DEEP Project was
published by the Joint Council on Economic Education under the title GoopSs,
SERVICES AND PEOPLE in 1967. A further refinement of thesé materials re-.
sulted in the publication of the book, THE CHILD'S WORLD OF CHDICES3 by
The University of Iowa in 1968. The CHILD'S WORLD OF CHOICES is essentially
a teacher's manual and resource book for Grades K-3, providing a spiral de-
velopment of economic understandings based upon five major economic

3pavison, Donald L. and John H. Kilgore, The Child's World of
Choices, Iowa City; University of Iowa Press, 1968 (Bureau of Business
and Economic Research).
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QEneréIizationsi with majDP_UﬁdEFStandiﬂgS; major concepts and sub-concepts
given undergea:h;

Based on our exéerience of working with a considerable number of
teachérs over a protracted period of time, it seemed doubtful that the teach-
er who Tacked F;rmaT training in economics could be expected to effectijvely
teach economic concepts solely from a teacher's manual or resource book.
Therefore, additional materials were developed which would more e%fecthEiy'

meet the needs of such teachers¢. The materials, a Student Activity Book

for The Child's World oF‘Choices, Grade 2, and a Téacher's;éuide to the

pubTlished in February, 1970, by the University of Iowa. _
The Teacher's Guide to the Student Activity Book pravides a general

framework of activities and teach1ng strateg1es to be Fo]1owed in introduc-

ing the children to the key economic 1deas The material is organized under

_ the five genera]1zat1ans, with appr@prTate activities designed for each.

Each lesson 1in the Teacher S Gu1de ccnta1ns reFerences to appropr1ate sec-

tions of THE CHILD'S WORLD OF CHOICES for cantent bacquaund term defini-
tions, the child-oriented activities as wel] as related ideas and understanda
ings under each generalization. As planned, THE CHILD'S WORLD OF CHOICES,

the Student Activity Book, and the Teacher' 's Guide to the_ Student Petivity

-Book are to be regarded as a unified body of materials in the belief that
~ their combined use will insure the most effective teaching and learning pro-
cesses, 7
Other student activity books and teachers' guides are to be prepared
for grades one and three in the near future.

|

| 4Ibid., Student Activity Book for The Child's World of Choices
Teacher's Gu1de to Student Activity Book, Bureau of B Bu51ness and Economic
Q Research, Uﬂ1ver51ty of Iowa, Iowa City, Iowa, 1970.




EVALUATION

The new economic education materia1$ developed for use in the elem-
entary grades have become increasingly sophisticated. Emphasis is placed
upon the development of children's understanding of basic concepts or fund-
amental ideas in the discipline of economics, with these concepts to be
taught as a part of the structure of the discipline.

Two basic assumptions have been predominant in the development of
the new materials. First, the presumption has been that an examination of
the ideas and ccncepts contained in the materials will provide a fascinating
and meaningful experience for children. It has also been assumed that
teachers will understand these concepts and present them in an effective
manner. Hoﬁever, since evaluation instruments rarely, if ever, accompany
the materials, no concrete evidence existed to confirm or refute these be-
Tiefs.

The development of « testing instrument for primary grade children
is not an easy task and several problems were encountered. First, the
Timited reading ability of primary grade children posed a special.problem
in choosing the test form. Secondly, the idea of developing a multiple-
choice test consisting of pictures was tried but proved to be too time-
consuming énd costly an operation.

The authors théﬁ considered the use of a test with Yes-No items as
well as an Al1-No test form.. However, the Yes-No test form provides the
éubject with only two options and tends to have a low reliability. Test
results a]éc are difficu]t to interpret due to the acquiescence set Qf
children. The A11-No test has a higher reliability than th. Yes=No test,
but it produces spuriously high achievement scores %or children who are

not acquiescent.
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After review of a study by Larkins and Shavers, a test consisting
of 32 matched-pair jtems, or 64 individual items was constructed This
involved writing reversed items for each concept or bit of information be-
ing tested. "Reversed" means that for every Yes-Item there is a No=Item=
intended to test the same content, and the "matched" items are scored as
one. This technique was devised to cope with the acquiescence-dissent
biases of children and should cancel both effects.

The test items were based upon the conceptual framework of the
five economic generalizations, major understandings, major concepts, and
sub-concepts contained in THE CHILD'S WORLD OF CHOICES. The final form
of the test was derived from preTiminary try-out and item-analysis Qf!a
longer test form which contained 69 matched-pair items (138 individual
items). In these preliminary try-outs with second grade children, scores
of those students which fell within the upper and lower 27 per cent cate-
gories were selected for item analysis, including determination of the
Tevel of difficulty and index of discrimination for each item. The datu
so derived was used to reduce the number of test items from 69 to 32 and
to determine those items which were to be refined, revised, or eliminated.

The final form of the test, which we call "The Primaﬁyazest of

Economic understanding" or PTEUEE was then used in conjunction w?%? the

CHILD'S WORLD OF CHDICES materials, described above, in a carefully controlled

experiment in 24 classrooms of second grade children in the Des Moines PubNc

Schools.” The test proved to have a reliability index of .78 (Kuder-Richardson

7 SLarkins, A. Guy and James P. Shaver. "Matched-pairs scoring technique
used on a first-grade YES-NO type economics achievement test", Utah Academy
of Sciences, Arts, and Letters: Proceedings 44 (1): 229-242. 1967.

®Davison, Donald L. and John H. Kilgore, Primary Test of Economic
Understanding (PTEU), and Examiner's Manual, Iowa City: Buredu of Business
and Economic Research, University of lowa, 1971.

’Ibid., An Evaluation of Second.Grade Economic Materials, Iowa City:
? Bureau of Business and Economic Research, University of Iowa, 1970.




Formula 20) with a Standard Error of Measurement of 2.48.

Furfhef, in terms of the 502 students involved in the experiment,
it was found that the use of economics materials was the major factor in
bringing about student achievement in economics. The materials were found
to be equally effective in both target and non-target areas (disadvantaged
vs. advantaged schools). fhe age and sex of the students was found to have
no significance in explaining pupil achievement in economic understanding
as measured by the test,

On the basis of the Des Moines experiment with this testing instru-
ment, the PTEU was administered to some 5,000 third grade pupils in 166
classrooms in 18 states in the spring of 1971 in an attempt to acquire
norming data for purposes of standardization.

It is hoped that soon the Primary Test of Economic Understanding
With a complete test manual, containing technical data derived from the
nation-wide administration of this test,'wiTTEbe available so that teachers
may have a viable evaluation inst%ument with which to measure the deqree
to which their present or pianned=?cr materials and teaching strategies in

economic education at primary levels are effective.




PART IV

**** STUDIES

- The term discipline impT{es a recognized and organized body of
knowledge, specialists who have command of the body of knowledge, and
recognized and accepted brocedurES for policing the body of knowledge
to keep it up to date and functional. With such a definition we can
call anthropology and sociology disciplines, and we can call social
studies and mathematics disciplines. The former two are disciplines
because they are knowledge storehouses for Western civilizacion. The

latter two are disciplines because of a widely-recognized subject matter

The antithesis of a discipline-centered instructional program
would be a real-life setting -- in thé home, En the street, in a factory,
with peers, etc. -- the behaviors a student needs for effective Tiving. |
In the precedfng section on disciplined approaches it Was noted that

collegiate and secondary school programs were usually discipline based.

discipline bases.

Rainh Scott in his paper "Home Start Waterloo" describes a feder-
ally funded pre-school prcject which focuses upon the developing of parental
insights and behaviors which will give culturally deprived and socially
_deprived children a reasonable chance for success when they begin their
'foﬁmaj schooling.

Sue anie]son5 in her arcicle "Multi-Media Readiness in Social

© udies," describes how a multi-media approach is used to prepare the




primary school child for the often traumatic experience encountered at
about the fourth grade level when the social studies suddenly becomes
abstract.

Betsy Riesz, in "Materials and Activities for Teachers and Chil-

dren" (MATCH), describes a unit "A House in Ancient Greece." This ex-

in about 400 B.C., to illustrate how upper elementary children can involve
themselves 1in social studies where thé stimuTi;are non-verbal rather than -
verbal. Here the children react to the artifacts rather than to verbal
generalizations or verbally-presented factual material. The children can
in a sense reconstruct the society as the archeologists did.

Robert Fitch in his article on "Man -- A Course of Study," des-
cribes a study of salmon, hérriﬂg; gulls, baboons, and finally the Eskimo,
which enables the student to see a continuity in 1ife patterns from ani-
mal ts man . |

Prudence Dyer in her article "The Teaching of Social Values,"
urges both the s..ial studies teacher and the English teacher to give
their instruction a humanities focus so that the learner is taught to
be more humani Such programs canriot be easily packaged; a teacher using
packaged progréms must build vital values-based experiences into the pro-
gram so that the child emergeé-with functional handles on his value sys-
tem. One can use Titerature, the child's personal experiences, current
events, contemporary films, &ic. as a cross-discipline springboard to
nurture social values, B

Clyde Kohn, in his "Investfgating Man's World," presents the
rationale for the Scott, Foresman elementary social studies program
which samples from séveraT,discipTines,

While we all recognize the sophisticated knowledge of mankind is
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stored in the academic disciplines and that man should be able to tap
these disciplines both for his own personal use and for the good of
society, we must also recognize that T1ife is not compartmentalized and
that the child must be taught to use knowledge in his reai Funciiona]
world. "As the reader explores this fourth section on cross-disciplined
approaches, he should find it i]lumihating to examine each project in

Tight of this discipline-real 1ife spectrum.
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'CHAPTER XV

HOME START: Preschool Program for Total
Development of the Child
By Ralph Scott

Home Start is an early intervention program for children from two
to five years of age. The racial distribution of participating children
is approximately balanced between Negro and Caucasian. Although the chil-
dren in the program reside in "target areas" as designated by the Office
of Economic Opportunity, and might therefore be considered "disadvantaged,"
they represent a cross-section of youngsters 1iving in a medjum-scope
Mfdwestern industrial city,

The inception of Home Start lies in the troubled state of educa-
tion in the mid-1960's. At the same time, small pieces of research were
beginning to appear and to reveal what federally commissioned study groups
were soon to acknowledge: compensatory education had largely failed to
stem the rising incidence Df ﬂnderach1ewers, dropouts, de71nquents, pscudo-
retardates, and emot1ona]1y disturbed students. 1,2 Still more upsetting
because of the pressing need for progress toward racial harmony, compen-
satory programs had failed to ciose the achievement gap of black and white
students.

In 1966 the writer prepared a Title I proposal, "Changing Patterns
of Child-Parent-Community Interaction--An Experimental Inquiry," which wa's
funded under the Higher Education Act. This made it possible for represen-

tatives of various business, social, civic and educational agencies of

7Co1eman, James S., et al., Equality of Educat10n31 Dppartun1ty,
Washington, D. C., U. S. Government Printing Office, 1966, pp. 20-21.

2Rat:1a1 Isc]aticn in the Public Schools: U.,a Commissidon on Civil
" Rights, Wasthgton, D..C., U. S. Government Pr1nt1ng fo1ce, 1967.
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-Naterléag Iowa, to pool their viewpoints concerning new and emerging human
needs. There was general agreement that traditional programs theq iden-
tify, and begin to reach, vulnerable children too late.

In referring to the available literature, the Title I study groups
were unable to locate a single preschool program which had yieTéed lasting
gains. The failure of many preschool programs seemed Tinked to such fac-
tors as lack of.a firm rationale, no real set of sequential experiences
which were sufficiently flexible to accommodate individual differences, a-
focus on narrow cognitive skills (or gross social objectives) which largely

overiooked the child's total milieu. It was apparent that school failure

ability, or parental 1nterest in the welfare of their ch11dren The only
1091:31 conclusion seemed to be that some as-yet- UndTSCOVEPed camb1nat1on
of experiences begins to'exert an impact on children during the impression-
able first years of 1ife. |
The most feasible initial focal point seemed to. be the family.
How parents feel about a child's Tlearning and about what that child should
e and might accomplish seemed central to-how the child learns, feels and be-
haves. -Some parents, as children, went through negative classroom exper-
iences that they often unknowingly transmit to their children. Moreover,
some parents do not know how to prepare nourishing meals or to Tisten and
to talk with their own chiidrén, to observe and discover their children's
interests and then provide a series of experiences which enable the chil-
dren to further their interests through active and spontaneous learning.
The Title I participants therefore concluded that the community should
embark on a family-centered eariy childhood program which focused on pro-
cedures whfch might foster cognitive, affective and social growth of all

[ERJf: members of the family. It was further decided that the envisioned program
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w0u1d be a pilot-experimental project designed not cnly to serve partici-
pating families but, through research findings, to search out new methods
and procedures which might advance new facts concerning how child-parent-
community interaction might bring about long-term gains. |
As a result of the Title I conferences, the Waterloo Community
Schools submitted a Title III proposal for Home Start. This was subse-
quently funded by the Office of Education for a three-year period, from
August of 1968 through July of 1971. This report presents (1) the theo-
retical rationale of the program, (2) a'summary description of the staff
and general breakdown of ctaff responsibilities, (3) some distinctions,
between a the=centeréd program and a more traditional classroom approach,
(4) the experimental dezigngand research results of the program and (5) im-

plications for subsequent programs .

THE THEORETICAL RATIONALE UNDERLYING HOME START

A. Not the Mind Alone

From the onset of Home Start, cognitive growth was seen in the con-
text of the child's total Eﬂvircnmehti Although Home Start consultants have
not encouraged diversions, neither have they discouraged unforeseen incur-
sions into the social, affective, cultural or physical spheres which impinge
on the child's onward cognitive progress. Consultants have had to ‘be con-
cernad with such issues as nutrition, housing, sanitation, heéfth, emotional
balance of one or both parents, too much or too 1ittle supervision, drunk-

eness,, child abuse,‘prostitution; pandering and dope.

B. The Human Mind: Puzzle Wrapped in a Riddle?

Home Start is essentially an educational program that focuses on

fostering intellectual growth, although it is recognized that a child's non-
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on the belief that if children are ready for kﬁnderéarten or first grade
they are more 1ikely to enjoy academic success, which in turn heralds later
vocational success, personal responsibility and independence.  Of course,
there are exceptions to this rule. But in general the ready child is more
T1ikely to eﬁjoy classroom success.

In designing a program of early childhood readiness, we ran into a
problem in defining “inte]?igeﬁce." Just what is "intelligence?" How is-
it developed? Fortunately, the writer and several of his colleagues had
conducted a series of experiments aimed at exploring this question several
years before Home Start was Taunched. Using the theories of Piaget and
Inhelder as a general guideline, the author and his associates compared
kindergarten children's scofes on a language and on a perceptual (non-ver-
bal, non-language) test. According to Piaget and Inhelder, early cognitive
growth is characterized by an essential interactign between language and
perception (or, to use Piaget's terms, betWEEﬁ-classiFicatfon and seriation).3
In studies carried out in this country and in Europe, the writer and his
colleagues found support for the Piaget-Inhelder position: as they had pre-
dicted, there was indeed a high degree of relationship between kindergarten
children's scores on a language test and on a ﬁ@ﬁeiénguage test!495

In the next step the experimenters compared the children's kinder-
garten readiness and third grade achievement scnfes to determihe whether
or not the combined language-perceptual scores prédicfédrfdture academic

patterns (in the absence of educational interventions). Once again, the

BInhETder3 Barbel and Piaget, J. The Early Growth of ;gg%; in thg
Child, New York, Harper and Row, 1964. - ' -

4S¢ctt5 R. Social-class, Race, Seriating and Reading Readiness; A
Study of their Relationship at the Kindergarten Level, Journal of Genetic
Psychology, 1969, Vol. 115, pp. 87-96. :

SScott, R. and Sattel, L. Perception and Language: A German Replica-
tion of the Piaget-Inhelder Position, Journal of Genetic Psychology, in press.




Piaget-Inh "der position was sustained: Kindergarten children with high
scores in both language and perception tests were more Tikely to achieve

classroom success.® But what about the children with Tow kindergé?ten

not whether we can predict which children will later succeed or fail. The
important question is whether we can identify children who will not develop
their potentialities unless appropriate preventive ‘steps are taken.

Evaluation of the data revealed that the children who were destined
to fail were fhase youngsters who had not mastered certain basic learnings,
The child in kindergarten who could not arrange a series of balls into a
particular pattern (such as big, 1ittle, middle-sized: an example of what
Piaget calls "pattern seriation") or organize bai?s into a pattern by size
(from sma11es£ to largest, or vice versa:‘ examples of "sjze seriatign”)
was a "high risk" student. The Tikelihnod of hfs future classroom failure
was imminent because he-had'not acquired the reservoir of basic understand-
ings upon which more formal and abstract forms of learning depended.

In our preliminary studies of Home Start children, we were imbressed
not only by the ways inrwhizh children were different from each othen.(fnter;

child differences) but also in the complex ways they differed within them-

.selves (intra-child differences). An identical readiness program wouid

scarcely be appropriate for most of the children who required special help
éuring the early years. :

In order to identify the learning needs of individual children, a
series of games and activities appropriate for children from two to five

years of age was compiled. Although it was recognized that there would be

SScQtt, R. Perceptual Skills, General InteTlectual Ability, Race
and-Later Reading Achjevement. The Reading Teacher, April 1970, Vol. 23 (7),
pp. 660-668. o
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a chronological age range dispersion for each item, the tasks were used
to provide guidelines for ascertaining cognitive strategies on an indi-
vidual basis.

The tasks were ordered into two levels of the Iowa Tests of Pre-

school Development (ITPD). This test has two levels: Level I is for
children frém two to three and one-half years of age; Level 1I is for
children from three and one-half to five. Each level contains four sub-
tests: Language, Visual-Motor, Memory and Concepts. Within each of -
the four subtests, clusters of tasks are identified which may be used to
recommend specific games, toys or act%vitiesi Through testjngvrurai and
urban, aslweli as black énd‘white children at chronological age divisioﬁs
of three months, tentative norms were secured,” In viéw of the evidence
that the cognitive needs of children change swiftly during the early years,
the ;Igg_was administered té,Home Start children aﬁ intervals of five
months. |

In addition to using test results as a guide for specifying the

toys, games and activities which might facilitate the child's learning and

dimensions:

1. 'Childr;aréhilgﬁigafniﬁgf Children are often the best teachers

of children. Small group and individual activities are set up and designed

to enable more experienced children to teach less experienced youngsters.

2. Intrinsic motivation. What is it that interests the child?

After identifying his personal interests, we seek to provide experiences
to which he is receptive and thusvéncauragé the fanning out of those in-
terests so as to encompass a broad variety of activities which promote
genefa] readiness. |

3. Iimeﬁseqqgggg ofipq;t—presentsfutgre. The disadvantaged child
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is often time-bound, an& concerned almost exclusively with the present.
Through an emphasis on intrinsic motivation and a variety of procedures,
toys and games, we invite him to anticipate what will occur in the future
as well as to remember what took place in the past. By recalling past
events and anticipating future events, the child is presumably in a better
position to deal adaptively with present circumstances.

4, Sequential steps in learning. Deprived children often have

difFicu?ty'internaTi;ing imagery. As a result, they react chiefly to
immediaté stimuli, or percepts. Through sequential experiences, efforts
are made to facilitate the children to more effectively manipulate inter-
nalized imagery. This requires identification of the small ascending steps
involved in cognitive progress. One Fiﬁdihg of Home Start research is that
young children can jdentify "bié," "middle-sized" and "Tittle" transparen-
cies of circles before they can make similar size distinctions with trans-
parent bears, This is apparently just one of the many little steps chil-

) / o . . .
dren make as they move from one level of ability to the next.

THE STAFF:_MAKING THE PROGRAM GO

The staff of Home Start consists of five full-time proféssiona1s,
and two non-professional workers, as well as a part-time social worker,
psycholegist and five paraprofessional testers. In addition, unpaid com-
munity volunteers serve in a number of capacities and Waterloo school per=
sonnel donate their skills in informal as well as formal collaboration with
Home start staff.

The director organizes and coordinates the total program, is respon-
sible for policy statements and for establishing pricritiesg She formulates
program and child staff meetings as well as meetings with parents, volunteers,
and community resource personnel. The director also arranges in-service

i o training for staff personnel and shares with staff and parents decisions
"ERIC
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concerning selection of toys and instructional materials.

The home economist provides demonstration lessons for the mothers
and helps them to provide appetizing, varied and economical meals. She
also Teads discussions and demonstrations with small clusters of parents
concerning sewing and knitting as well as child growth and development
and invites parents to sharpen their observations of a child's interests
and how they may be developed through careful selection of toys, games and
family-centered interaction.

The speech and Tanguage consultant tests and evaluates speech and
language of all Home Start children and conducts interviews with parents
concerning their child's acquisition of speech.

- Tha educational consultant confers with staff and parents concern-
ing the optimum use of games, toys, facilities and informal activities so
as to foster learning of individual children within the framework suggested
by the child's interests, the milieu of the home and the child's test scores,

The preschool teacher works directly in the classroom with children
from four to five years of age. She keeps anecdotal records of the Tearning
needs of individual children and identifies their cognitive and non-cogni-
tive needs. She confers with parents regarding any questions they may have
and thus invites the parents to betier understand and to become more suppor-
tive of the school.

Employed on a Ea1f;time basis, the Home Start social worker deals
primarily with the iion-cognitive needs of children and their families. She
confers with Home Start staff regarding non-cognitive aspects of a child's
behavior and, in seeking appropriate helping resources with the community,
nas enabled some agencies to redefine their'FunctiGns in order to better
serve families. 7 |

The psychologist is responsibla for evaluating the program. He

selects tests, organizes evaluation procedures and assists the director in



training of paraprofessionals who administer achievement-oriented tests
which identify strategies appropriate for individual children.

The paraprofessionals are housewives trained to go into the homes
of the children and administer the ITPD tests. They are also encouraged to
report observations concerning the home milieu which contribute to a broad-
er understanding of the child's home experiences.,

Aides agg unpaid community volunteers serve the program in a variety
of ways. Sometimes the aides and volunteers visit parents within the home,.
At other times they aid in the selection or construction of toys and learn-
ing materials. Sometimes they establish contacts in the community which
broaden support for, and understanding of, special programs for the disad-
vantaged. The volunteers and aides attend regular in-service meetings with

Home Start staff and share their views.

CLASSROOM TEACHING AND HOME-CENTERED INTERVENTION: SOME DISTINCTIONS

As the Home Start staff soon learned, there are major differences
between classroom teaching and a home-centered approach to education. Early
in-service seminars focused on two significant problem areas: (1) interview-
ing techniques and (2) the role of the Home Start staff member.

Discussions concerning interviewing include such jssues as the feel-
ings of the interviewer and interviewee, the ego defenses, and the value of
reflecting and providing emotional support to parents. The question of roles
elicits quite a different set of issues. Most of the Home Start staff are
experienced educators, but their training emphasized classroom activities in
whicﬁ the teacher has a clear sense of control., In the home she has consider-
ably less tantFGT over the situation. The teacher's view of herself, and the
mother's view of her (as well as the mother's self-opinion and the teacher's

view of the mother) varies from home to home.
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Successful home-based intervention, however, requfres that the con-
sultant sense the varying nuances within each home and adjust her approach
accordingly. Does the mother expect the consultant to direct all activities?
If so, does she welcome or resist such an authoritative approach? Does a
black mother perceive the consultant as a symbol of the "white establish-
ment" (or a black consultant as symbolizing "Uncle Tomism?"). Does the

mother behave differently while the consultant is in the home?

RESEARCH DESIGN AND EXPERIMENTAL RESULTS

In a sense, there were two Home Start programs. Group I served
children for a single year when the younasters were from four to five years
of age. Group II children were involved for a three-year period when they
were from two to five years of age. ODurina the third year of Home Start,

Group II children entered Group I of the program.

Group I children: from four to five years of age

Composition, Purposes and Program: Group I children were provided

with a half-day of classroom enrichment the year prior to their admission
into kindergarten. There were 20 children per classroom: approximately
half were black and half white. The one preschool teacher was therefore
responsible for 40 children per year, since there}were both a morning and
an afternoon group. Except for the sporadic help of a Neighborhood Youth
Corps teenager, the teacher was given no supportive personnel.

There were several reasons for forming Group I:

1. To provide chiidfen 1iving in. "target" areas with a year
of readiness, thus presumably increasing the 1ikelihood that they would
later experience classroom success;

2. To obtain baseline testing data with which to compare
Group II children when they were fﬁﬁr years old and entered Group I phase

of Home Start, which yielded an estimate of the impact of enrichment from



the years two to four;

3. To secure observational data concerning unmet cognitive and
non-cognitive needs of black and white four-year=-0ld children, which could
be used to identify growth-facilitating experiences for younger (Group II)
children.

The daily program included 20 to 30 minutes of work with the Learn-
ing Readiness System (LRS) which was developed by the writer and several
colleagues and which stresses sequential language and perceptual exper-

iences.’/ Each child's responses on the LRS Seriation Test were organized

to permit the preschool teacher to translate test scores into strategies
for inﬂividua?ized readiness,

In addition to the focused enrichment which constituted the cogni-
tive hub of enrichment for Group I children, the youngsters participated
~in story telling, music, sandbox activities and creative play. Parental
involvement was encouraged and suggestions made concernina how parents may
reinforce efforts of the school. However, Home Start consultants did not
regularly visit the homes of Group I children. Essentially, the program
was a classroom-centered combination of cognitively structure activities
designed to foster self-confidence, social and emotional development.

Experimental Results: Group I children were pretested in the fall

of 1968 at which time the average score for black children was at the

twenty-seventh percentile on the LRS Seriation Test: the average white

score was at the thirty-seventh percentile. These results were shared with
the preschool teacher who devised strategy for individual children on the
basis of the LRS Seriation Test Faétogi§eores, Group I children were admin-
istered the Tests of Primary Mental Abilities (PMS) in October, 1969, when

they were in kindergarten, and again in October, 1970, when they attended

7Scott, R., Dunbar, Ann and Nelson, J. The LRS Seriation Test.
¢ York: Harper and Row, 1969.
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first grade, or two years after the introduction of enrichment procedures.
Black children made substaﬁtia?ly greater progress in Group I of Home Start
than did white children. The findings suagest that the one yearlef enrich-
ment yielded greatest gains with black girls; somewhat Tess but still stat-
istically significant effects are noted with black boys. No statistically

significant gains were achieved by either white boys or white girls,

Group II children: from two to five years of age

Composition, Purposes and Program: Group II younasters were pro-

vided with home-centered enrichment from the years two to four. From four

to five years, Group II children were provided with the Group I Home Start
program as described, which was also supported by Home Start staff continuing
their family-oriented educational encouragement.

Within four months after their enrollment in Home Start, the chil-
dren were given the Stanford-Binet (LM) Test while their mothers were given
the Verbal Scale of the Wechsler Adult InﬁeTTigence Scale. The average IQ
of the white mothers and children were practically identical while black
children secured 1Qs about ten points higher than their mothers. When
Group IT children turned five years of age in 1970 or 1971, they were given
the Primary Mental Abilities Test (PMA). On this test all four subgroups
(white boys, white girls, black boys, black girls) of Group II children have
acquired IQs at or above the average range. It will be recalled that at the
onset of Home Start there was a ten-point IQ differential between black chil-
dren and their mothers and no difference between white mothers and their
children, Present findings suggest that the program has enabled both white
and black children to achieve higher IQs than their parents. This is reason
for hope that some headway is being made in efforts to curtail cultural dis-

advantage,

1N



191

Summiﬁg up the results, it appears that both Group I and Group II
black children have obtained higher readiness scores as a result of Home
Start participation. The pattern of their scores, however, appears to be
partly influenced by the timing of intervention. For example, four to
five year old black children who received a year of enrichment secured
substantially Tower scores on the Spatial Relations subtest than on other
from two to five years of age obtained their Towest scores on the Number
Facility subtest. Stodolsky and Lesser have suggested that cognitive pro-
files may be primarily determined by ethnicity, and secondarily by social
ciass_s The Home Start results which are reported here indicate that at:
least a third dimension, the timing of educational intervention, influences
the cognitive profiles of black children.

Home Start results with white children are not as conclusive as

those obtained with respect to black children. The findings do indicate,

achievements of white participantsi The findings also indicate that longer
(three year) involvement has raised the scores of whité children on the PMA.
With both black and white children a steady thread runs tarough these
results, and that is that lanquage is a relative strength of children who
reside in "disadvantaged" areas. If further research should givé further
support to this, it would seem obvious that many compensatory education pro-

grams which stress language enrichment must be reassessed.

IMPLICATIONS FOR FURTHER RESEARCH AND PROGRAM DEVELOPMENT

The results of this experiment indicate that early enrichment which

e —————————

BStédo]sky, 5. 5. and Lesser, G. Learning Patterns in the Disadvan-
taged. Harvard Educational Review. 1967, 37, pp. 546-593.




utilizes sequential Tearning, and which invites parental involvement and
participation, enables many children residing in "disadvantaged" areas to
enter school without a readiness handicap. Although the mean scoves of

the black and white children in the program are within the average range,

it is significant that the pattern of the children's scores is partially

dependent upon the developmental point in which educational intervention

began. In other words, the cognitive profiles with which deprived chil-
dren enter school is to some extent a function of the timing of preschool
intervention. The impact and meaning of varied cognitive profiles will
be assessed through evaluating the children's progress thfough school,

In addition to following the experimental and control subjects
through school to ascertain the effects of various forms and timing of
early enrichment, it is recnmﬁended that

1. carefully planned Follow-Through efforts be made to do what is
possible to assure children's subsequent classroom success,

2. in-service training of teachers emphasize work with parents
and include specific focus on interviewing and role theory,

3. universities engaged in teacher preparation emphasize clinical
teaching, parental interviews, role theory and contribﬁtign of community
resources to strengthening children's school adjustments through stabilizing
the family.

4. communities reassess current agency structures to deterﬁine the
extent to which they are serving human (and especially family) needs in our

increasingly technological age,

192



CHAPTER XVI

A MULTI-MEDIA READINESS PROGRAM FOR SOCIAL STUDIES
By Susan Donielson

Young chi]dren are eager to learn, and bring to school with them
varying backgrounds which they can draw upon and extend in an appropriate
social studies program. Beginners come ready for a dynamic program of
instruction related to their developing language power, to their wide-
ranging curiosity, and to their individual capabilities,

Field Educational Publications have prepared a multi-media readi-
ness program for beginners in school, whether they are in kindergarten or
first grade, Their program, "Schools, Families, Neighborhoods," includes
" a study of these three topics and also a sﬁﬁdy of holidays. This program
encompasses the social, political, and economic groups which the beéinﬁiﬁg
pupil needs to be aware of., His comprehension of interaction and social
behavior in the con‘ext of these topics will serve as preparation for his
later studies of people in more complex forms of organization and in more
remote times.

The topics are(taught in terms of self-understanding and understand-
ing of others. The program is designed to encourage the pupil to develop a
posivive self-concept and to understand his role in the social groups of
which he may be a member, The study also focuses on developing the undar-
standing that other "selves" contribute to the interaction of people in
groups, |

Multiple objectives are receiving attention in the teaching of
social studies today, whereas emphasis formerly was placed on teaching
extensive and specific factual knowledge. Goals stressed today are:

(1) development of thinking ability; (2) development of understanding in

concepts and facts; (3) development of values and attitudes, and (4) skill
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development. These goals aim at helping students gain the understandings,
values, attitudes, and skills necessary for today's ever-changing world.
Much of the knowledge of today will be inadequate for tomorrow, and the
greatest preparation we can provide pupils is the ability to think.

The pupil observes, compares, classifies, interprets, and uses
other inquiry processes as he investigates his school and other schools,
his family and other families, his neighborhood and other neighborhoods,
He uses information to develop concepts and generalizations about his
own roles and the role of others, and about consequent interactions of
people in school, family and neighborhood groups. If holidays are studied,
he becomes aware of customs and values integral to their observance.

Inquiry processes utilized in "Schools, Families, Neighborhaods,“
are: '

I. Input (processes used in deveIdping concepts)
A. Observing: This process, basically visual, is usually used

with a study print or with a situation or object in the class-

room.

Examples: What does the picture show?

What do you see in our classroom that is used to
help pupils learn?

Recalling: Recalling takes place when an answer to a question

is reached without analysis but with immediate recall from ex-
periences the pupil has had. Responses of this kind are some-
times personal and subjective and are not necessarily shared by
all pupils in the class.
Examples: What do you Tike when you hear fast music?

What have we a1ready=done thay§

What is a piano used for?




]

Comparing: In this -process pupils are asked to find similar-
ities or differences between objects, people, or situations.
Several questions may be asked in a series to develop this
process.
Examples: How are these neighborhoods different from the
tall city neighborhoods we saw before? -
How are the neighborhoods alike?
In what wéys is a hospital T1ike a home?

Classifying: This process involves grouping items on the basis

criteria.
Examples: What kin&s of people besides doctors are needed to
run hospitals? |
How do people travel in neighborhoods?
Analyzing: This process is used in breaking down a concept into
parts and explaining reasons for the relationship of the parts.
It goes beyond recalling in that the pupil is asked to find
reasons that are.not immediately evident and that require some
analysis or logical thought.
Examples: Why do neighborhoods need sidewalks and streets?
Do all families spend their mornings the same way?
(recalling) Why not? (analyzing)

Why do you think some families have rules?

Interpreting: This process, a subjective one, is used in defining
or describing on the basis of personal experiences;and feelings.
An interpretation is neither right nor wrong, but is merely a
statement of a pupil's perception and introspections.

Examples: What is happening in this picture?

What are these children doing?
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G. Inferring: This process requires the pupil to project his
feelings or ideas into a situation that is outside his own
immediate experience. It is often used when a pupil is
asked to talk about people or ideas in a study print.
Examples: How do you think the boy feels?

Do you think all homes in Japan look like this one?
IT. Intermediary (process used in extending concepts).

Generalizing: This process enables the pupils to expand under-

standings beyond the facts that have been presented or developed.
Examples: Why do people around the world Tive in different
kinds of homes? (previous questions have brought
out diversity of homes)
Who makes any shelter into.a home?
What does this tell you about how families change?
ITI. Output (processes used in applying concepts and generalizations).

A. Hypothesizing: This process is used in making a tentative

judgment, assumption, or conclusion in which some allowance
for testing is included. Testing does not have to be done in
the formal sense of a controlled experiment, but it may be
incorporated through further questioning by the teacher or
through obvious comparisons with a pupil's own experiences.
Examples: Do you think all people in our country do the same
things in the evening?
What would happen if one person had to do all the
work around the house?
B. Predicting: In using this process, the pupil applies his ex-
periences to a projected event or a probable outcome of an
observed situation. He is not expected to prove his predic-

tion, which may differ from someone else's prediction.



197

Examples: Can you guess what the children do when their father
comes heme from work?
What do you think the class might do after they have
finished dancing?
C. Evaluating: This process is used when a pupil is asked to give
a value judgment or to respond to a situation in which his values
are the basis for the respanse:
Examples: Is it always wrong to cry?
Is disagreement always bad?
Would you Tike to be a teacher?

D. Synthesizing: This process is used in compiling and organizing

related facts and material. This process, the bringing together

of information, appears only in the activities.

Other trends of significance in education include emphasis on
affective objectives, study skills objectives, inter-disciplinary
approaches, cross-cultural studies, organization of instruction, appli-
cation of child development studies, multi-media approach, and evaluation.

Affective objectives: This area has gained new emphasis and atten-

“tion in teaching. Cognitive learning inc]udes concepts, generalizations,
study skills and inquiry processes. Affective learning involves the de-
velopment of feelings, attitudes, interests, and values. Children must
be helped to exp]ofé values and use them in their choice and decision
making. Teachers can help pupils link the twc kinds of learning when
feelings, attitudes, values, and interests are deve?éped and expressed in
a cognitive Tearning situation and transferred to 1ife situations.

Study skill objectives: Such skills as reading, reporting, planning,

discussing, evaluating, interviewing, map making, and applying chronology

o Mow assume strategic importance in the scope and sequence of social -studies
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programs.

Inter-disciplinary approach: With this approach, data and concepts

are required from all the social sciences, such as psychology, sociology,
social psychology, anthropology, political science, economics, geography,
and history. This approach also requires the use of mathematics, science,
Titerature, and art. Functional content is selected and used in terms of
the subject being investigated.

Cross-cultural approach: The pupil is introduced to other cultures as

he studies his own environment in each unit. He sees schools, families,
and neighborhoods in Japan, India, Ghana, Mexico, and Norway as well as

in the U.S. This approach serves three purposes. First, it enables the
pupil to make comparisons between familiar and unfamiliar situations. Thus,
- even at this beginning level of learning, he can actively express his ob-
servafions and raise questions about them. Secgnd; cross-cultural compari-
son of social phenomena such as school buildings, clothing, homes, acti-
vities, and family structures helps the pupil become aware of their essen-
tial character., Third, knowledge of people in differing cultures promotes
the development of positive attitudes toward their universa]it& and diver-
sity.

Organization of instruction: Traditional descriptive units and courses

are being replaced with in-depth learning. Studies are becoming the basis
of the curriculum at all grade Tevels. The teacher selects a factual frame-
work and plans for discovery by implementing inductive Tearning of those
facts.

Application of child development studies: Studies of children stress

inductive programé. If intake and output experiences are equally shared,

pupils will be more involved in learning. "Active" is the key word;



Multi-media approach: Thére is a well-established trend toward use of

a variety of instructional materials. TV programs, tape recordings, pic-
tures clipped from magazines, filmstrips, films, recordings, overhead
transparencies, and globes are all available to provide systematic pre-
sentation or reinforcement of concepts and skills stressed in the school
curriculum, Varied materials are useful for meeting individual differ-
ences, for the extension of learning, and for obtaining higher quality
output in discussion, in individual and group work, in expression of new
ideas, and in evaluation.

Evaluation: Evaluation must be an.integral part of instruction.
Informal day-by-day observation is made of each pupil's behavior as he
uses concepts, engages in inquiry, applies study skills and expresses
attitudes, values, and interests. Formal evaluation at the beginning
levels may be in the form of planned questions, picture tests, or chart
making.

AN of these new trends are evident in this "multi-media readiness
program.”" Ninety-five study posters, carefully chosen to offer accurate
representations of the subject matter, serve as the basis for data-gathering
experiences to be shared by the whole class. As a study print is dis=
cussed, comparisons and applications to the pupils' own experiences are
made. Many of the study prints can be used more than once, Related
prints are 1isted at the end of each lesson. Some are to be reshown as a
planned part of lesson development. Others may be listed as optional.

Any study print, preferably after its major application, may be used with
others to review or extend learnings.

In review lessons, filmstrips serve as the basis for further experiences
to be shared by the whole class. There are short strips and sound strips.

The sound strips are used at the end of each unit to provide general unit
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review, summarize learnings, and show a wealth of cross-cultural appli-
cations. In each one, six countries are used for concept review and
cross-cul tural comparison.

Flexibility is also an important part of tnday’é social studies pro-
gram. As children use the discovery approach, many unplanned learnings
develop.

The Elmwood School 1969-70 economic project, a joint project for
kindergarten and sixth grade students, came about through pupil interest.
The study of economic concepts began with one full year's study of family,
school and neighboring interdependence. Basic understandings were devel-
oped by emphasizing the division of labor, producers, censumérs, want%,
needs, production, money as a medium of exchange, resources, goods and
services, and how businesses operate. ‘

Next the students discovered a need to earn money income, made plans
to operate a business to earn this income, and executed a business venture.
Each kindergarten class negotiated a $100 loan, purchased supplies, and
started production. The children conducted a market research and decided
upon ten kinds of cookies. They made a comparative study of pricing to
determine cost factors, and paid rent to the building principal and to
teachers for use of two electric roasters, A total of 287 dozen cookies
were baked by 64 kindergarten children and 34 sixth graderé. An extensive
advertising campaign was launched, division of labor was used to package,
and sales were made to parents and other children in the school. The
children earned enough to repay the 1loan with interest, donate $50
to the PTA for a school project, and still have a 20-cent profit for each
child for his 1abor. The culminating, and perhaps most valuable exper-
lence, was a room store from which the children could purchase desired
1tems. Each child was given two cents a day of his earned income for

ten days to either spend or save, This became a first-hand experience in



learning the value of money. No value judgment was allowed, and each

child began to realize the necessity for wise choice making.

Thus, the school year ended with feelings of pride, accomplishment,
friendship, cooperation, and purpose. Not only were many important
economic understandings experienced, but equally important social learn-
ings developed as a result of team effort toward a common goal. Everyone
involved gained from these encounters. School personnel, children,
parents, and community leaders all were touched in varying ways, thanks

to a beginning study of our economic society.



CHAPTER XVII

MATERIALS AND ACTIVITIES FOR TEACHERS AND CHILDREN
(MATCH)
By Elizabeth Riesz

"You become them and then you understand."
==~ Fifth grade girl using
JAPANESE FAMILY
"The children's response to the objects was
almost grabby, 1ike feeding puppies meat."
-~ Teacher using A HOUSE OF
ANCIENT GREECE

MATCH units are muiti-sensory kits of artifacts, photographs,

dren in a two to four week social studies experience. Teacher's guides
outline activities for students and strategies for organizing the class-
room during the unit. Student guides and role cards direct small group
and individual activity. The units are designed to circulate through

a media center from class to class, being used by about ten classes

per year,

MATCH units were developed by the Children's Museum of Boston
under a project directed by Mr. Frederick H. Kresse and sponsored by
the U. S. Office of Education. From July, 1964, until the project's
completion in May, 1968, sixteen units were developed and tested, three
of which are now available for national distribution through American
Science and Engineering, Inc.:

1. THE CITY (grades 1 through 4)
2. JAPANESE FAMILY (grades 4 through 6)
3. A HOUSE OF ANCIENT GREECE (grades 5 through 7)



THE CITY
The materials in this Gnit were selected "to he]g young children
form an idea of what a city is, what happens in it, how it changes-"1
They are not designed to teach particular facts about particular cities,
but, through manipulation by the child, to encourage him to develop his
concept of "cityness," to try out that concept by using new materials
and by interactiﬁg with other children, and so to refine and expand his
concept. |
The materials are designed so that the teacher can observe the
child's interaction with them in order to assess the ideas he already
holds about cities. She then can structure some transactions between
the child and materials to further elaborate his concept. Four general
areas can be supported by the activities outlined in the teacher's quide:
A general view of the city and a sampler
of the unit_
People and the dynamics of the city
The neighborhood and its relation to
the city
The physical form of the city and maps

JAPANESE FAMILY

The purpose of the unit is for children to discover through role
playing the suburban middle-class Japanese family, with particular emphasis

on:

7 Tkresse, Frederick H., The City; Teacher's Guide (Boston: American
Science and Engineering, Inc., T969), p., 1.




its members, their roles and relationships

its basic belongings and manners

several contemporary occupations

changes over several generations

Throughout the unit the c¢lass is divided into five families, each

of which learns about a particular aspect of Japanese famiiy life by
studying artifacts and explanatory material about them. The functioning
of the families is based on the relationships in Japanese families, with
the father as "head" or group chairman guiding the activities. Each
family reads its 100-year family history to understand something of the
cultural background and to learn of changes in Japanese family life.
Simulated marriages and retirement of the fathers convey change in the'v

present.

A _HOUSE OF ANCIENT GREECE

The purpose of the unit is (1) to help children develop the
ability to make observations and inferences from archaeological data,
and (2) to help children recreate 1ife in the Villa of Good Fortune
2300 years ago. The Villa was actually excavated by Dr. David N. Robinson
between 1928 and 1934,

The class is divided into six archaeological teams. Each team
excavates one room of the Villa by examining artifacts, photographs and
diagrams. A research guide used by the "chief archaeologist" helps the
children notice details and discover relationships. Each team makes a

presentation of their objects and 1ife in the room they've excavated as

they view 1t. The class as a whole tries to reconstruct 1ife in the Villa.

Throughout, the children consider how we know about the past, and

what Timitations there are on evidence from the past. In using the pro-

ljRjkjcesses of the archaeologist, the children are also using a model of social

N



science process, one of the goals of the New Social Studies. They are
practicing the gathering and organizing of data, formulation of hypotheses,
revision of hypotheses in light of new information, and synthesis or con-
clusions. |

Several assumptions underlie the concept of MATCH units:

First, as the teacher's guides explain, "Much of what we would
like children to learn is essentially non-verbal, that is, it cannot be
communicated thfaugh words, but is mediated instead through what the

learner does. Non-verbal learning takes place when the child is meaning-

fully engaged with some physical thing--be it a model, an ancient arti-
fact, a pair of chopétfcks, a lump of clay, a film, or perhaps another

child."!

Second, real objects reach in new ways children who are successful
with words and enable children who are not as successful with words to
encounter ideas and people. Havinag interacted with real Dbjects,rchi1dren
of different skills and abilities can interact with one another's devel-
oping concepts and processes.

Third, real objects can engage children at several levels:
terminology, facts, concepts, processes, and values.

Fourth, Feaj objects stimu?éte the child to become the agent of
his own learning.

Fifth, in a productive learning environment, the teacher is a
guide, a co-explorer, a facilitator. With real objects as the focus of
learning, the teacher is not "the authority,”" the answer giver, but

rather, with the help of the teacher's quide, a collaborator.

Ibid., p. V.



Sixth, materials in a classroom should be selected for the rela-
tionship to one another, the system they build. As th;ee logs in a fire-
place make a better fire than one or two, materials selected together
spark one another, increasing the significance of each item.

Seventh, materials and activities should be designed together.
Rather .than seeing an exhibit in the classroom, children should create
events through their encounter with the materials and with each other.

The MATCH units reflect some of the trends of the new social
studies:

There is an emphasis on concepts inductively taught. "Role"

emerges as a construct for thinking as a child takes the role of a

" Japanese family member and interacts with his classmates in ways that

represent the responsibilities of that family member in Japan.
There is a concern with process goals as an objective for learn-
ing. The students make hypotheses, test and revise them as they work out

the archaeological puzzle of reécnstrugting 1ife in the Villa of Good

‘Fortune.

206

An awareness is encouraged that facts are not an end in themselves,

but are useful and meaningful for creating patterns (structure). Removing

shoes makessense when the floor covering in a Japanese home is straw

matting.

The units focus on levels of thinking higher than recall. Children

play a series of games with 36 photographs in order to classify, categorize,

and sequence images of the city.

from social science disciplines.
Several procedures and teaching techniques are especially appro-

priate for teaching MATCH units,
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INQUIRY TECHNIQUES

Children:

1. receive data in a tangible form (artifacts, photographs,

2. raise questions as a result of their interaction with
materials and are guided to pursue answers to their own questions, using
data from the units and data they locate outside the unit;

3. function in teams, challenging, aiding, reinforcing each
- other;

4. are not looking for THE answer, but are developing many
possible solutions.

5. are expected to use their unique imaginations and personal
viewpoints and interpretations in the activities;

| 6. turn to the teacher as an advisor, not as the source of

answers.

CRITICAL THINKING TECHNIQUES

Children are encouraged to:

1. give supporting evidence for conclusions they state
identify relationships among data or events

hold more than one possibility open at a time

offer opinions, and be open to others' opinions
evaluate how they and their team are functioning

compare evidence from two pieces of data

~ [ oy I Ll (3™

. relate themselves and their values to the subject of study
8. explain why something makes sense in one time or place, but

might not make sense in a different time or place.
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A major impetus toward the identifiéation of behavioral objec-
tives'has resulted from the disenchantment witﬁ knowledge as the sole
end product o? the educational ﬁrccessg One whose objective is amassing
facts may never learn "how to use" information or, worse yet, may never
"learn how to learn." He becomes conditioned to submit to the finality
of authority, rather than to question, to consider, to test, to evaluate.
Behavioral objectives focus attention on the learner, making the étudent
the agent of his learning. Behavioral objectives reflect a commitment

to "reflective doing" rather than to "passive absorbing."

should be of concern in learning. Behavioral objectives, when reviewed
against their taxénomies, alert the planner to the possibilities of
arranging experiences for the learner so that he may operate "both at and
above the first levels, knowledge and awareness. Similarly, the planner,
in reviewing behavioral objectives once stated, can assess whether the
student will have the opportunity to function both in the cognitive and
in the affective domains--that is, whether he will be involved in pro-
cesses requiring him to analyze, modify,_reIate, and evaluate informa-
tion, and also be involved in ré]atiﬁg that experience to his evolving
self,

Real objects in the MATCH units become the vehicle, the medium
of exchange, for achievement of student behaviors, for the student to be
his own agent in the realms of thinking and vé]uingi The behaviors are

specified for the student in guides written for him. The behaviors

include examination and manipulation of Di‘:\;jectsr= interaction with other




objects and with other students. The student is aware of the purpose of
his activity, recognizes its achievement, and builds a sense of mastery,
cruciaj to his self-image.

The guides originally developed did not describe objectives in

behavioral terms. The Eastern Regional Institute for Education (E.R.I.E.)

The following sample behavioral objectives are identified to
i]]ustrate the range in levels of student behavior, the distribution in
the cognitive and affective domains, and the route by which the student
comes to deal with fundamental social science concepts. The Tisting is
meant to be illustrative rather than exhaustive. Samples are from the

JAPANESE FAMILY unit.

1.00 KNOWLEDGE

1.710 Specifics

A student will describe at least three occupations of suburban
Japanese families.

1.11 Terminology

A student will know the name and function of at least four
Japanese household objects not found in the United States.

1.21 Cnnyentfagr

A student will use at least three of the following sources to
learn about Japanese family life: family histories, role cards,
job cards, explanatory diagrams, photo album, record, artifacts.

Tan example of an E.R.I.E. cognitive and affective objective follow:

1. (cognitive) Upon completing these activities, the child should
be able to: construct at Teast three plausible inferences about a people,
based upon his observations of a simple object made by them.

2. (affective) While participating in the activities of this exer-
cise, the child will: demonstrate that he is satisfied with the accomplish-
ments of his team (a "we did a good job"attitude). ,

Sample behaviors to 1ook for:  He consults with and respects the
opinions held by other members of his team.



2.00
2.30

3.00

4.00
4.10

4.30

COMPREHENS 10N

Extrapolation

210

A student will describe at least two changes which have occurred

in "his" family's 1ife in the last three generations and will
suggest at least two that might occur in the next generation.

The student will make voluntary observations, hypotheses or
inferences about 1ife in Japan based on experiences he is

having with the materials in the unit.

APPLICATION

When presented with vignettes of 1ife in a Japanese family,

a student will describe probable courses of action by the
family and will explain his rationale, based on his knowledge
of at least one of several hierarchies. in Japanese families
(decision-making, status, labor).

- While acting as a member of a classroom family simulating

1ife in a Japanese family, a student will use his knowledge
of decision-making, status and labor hierarchies to assign
tasks such as group chairman, curator of artifacts, mediator
in disagreements, messenger to the office, liaison with the
teacher, and to assign tasks for the production of a family
scrapbook.

A student will be able to write the character which stands

for his family name.

When beginning to study another culture, the student will
suggest questions for study which reflect at least three of
the categories used for studying Japanese family 1ife
(clothing, food, religion, art, footwear, writing system,
family structure, marriage customs).

ANALYSTS

Elements

A student will be able to explain the functional relationship
among at least four Japanese household items.

Organizational Principles

A student will make comments of the "I once thought. .

but now I see" variety to show that what might be considered
strange for Americans makes sense in the Japanese situation
(tabi protect rice straw mats, 1ittle furniture allows for
quiet beauty, grandparents are respected within family circle).

Using directions in the family guide, a student will fill out a

family register to represent relationships among individuals in

the family.



o

.00
i1O

.20

.30

211

SYNTHESIS

Unique Communication

Each student will contribute to the production of one item 7
or arrangement of artifacts by his family to simulate a portion
of a Japanese family room. .

Each student will contribute to a scrapbook of his experience
as a "member" of a Japanese family.

Plan Operations

Each student wiTl participate in planning and bréSEﬁting a
vignette of one aspect of Japanese family 1ife.

Abstract Relations

The student will be able to explain at least two principles
by which a Japanese family is organized and contrast it
with his own experiences.

A student will demonstrate his understanding of the prin-
ciples guiding marriage in Japan by deciding what type of
daughter-in-law would be appropriate for his family and
supporting his decision with at least two reasons from the
family history.

Given a vignette of a family who does not have a first son
able to take over as head of the family, a student will
describe at least two ways a family could insure continuity
of their line.

The student will be able to describe at least two ways in

which the Japanese incorporate awareness in their everyday Tife
(flower arrangement, scroll, pattern on kimono, arrangement

of food, simplicity of furnishings in family room).

6.00 EVALUATION

6.20 External Criteria

2.0

A student will be able to evaluate the allotment of respon-
sibility for the vignette presented by another "family" on
the basis of his knowledge about hierarchy in Japanese
families.

Affective

RESPONDING

Willingness

The student will demonstrate the depth of his involvement with
the activity by such statements as, "Do we have to stop now?"



2.3

3,0
3.1

[
‘H‘

The student will exhibit curiosity about the coming
activities of the unit by asking the teacher questions
of the "What's next?" type.

The student shows an eagerness to continue with aspects
of the study by such actions-as visiting the "family
room" during free time to practice calligraphy, study
the book of poetry or leaf through the magazine, talking
with another family member about their artifacts.

The student indicates an involvement with the study by
bringing items from family or friends relating to Japan
or by reading to find answers to questions he has raised -
and voluntarily presenting the results to. someone in the
class.

Satisfaction

The student shows satisfaction in his family's ability to

~function: '"We had a problem, but we knew how to work it

out."

The student demonstrates an involvement with his role in
relation to others in his family by such action as referring
to them by their Japanese name, by suggesting activities in
another subject period that relate to his role, by intro-
ducing himself to a visitor in the room by his Japanese

name and explaining his relationship in his family.

VALUING

Acceptance of a Value

The student will show a respect for the objects by such state-
ments as "Are they really from Japan?" "It sure takes a lot
of patience to do one of these well (scroll)."

3.3 Commitment

Having participated as a member of a Japanese family and
having made comparative statements about family Tife in
America and Japan, the student will voluntarily make state-
ments about the value to him of family organization. (We
learn different things, but we both learn from families.
Maybe there needs to be a boss in a family group. Young
people and older people need families especially. Families
do things in different ways, but many are the same things

Just done differently.)

He explains why the Japanese way is appropriate for the
Japanese and defends the position if challenged.

He can give two examples of "modern" Japanese 1ife that
aren't "American."



4.0
4.1
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ORGANIZAT 10N

Conceptualization of a Value

Having functioned as a member of a family group, the student
will demonstrate he is isolating the properties of roles within
families and the values of roles by making comparative state-
ments about roles in American and Japanese families. (If I
think men and women are really equal in the family then nobody
would have a certain job. But maybe not everybody should try
to do everything.)




THE CITY

Artifacts
Objects 75 wooden
or buildings
Models Model board
4 magic
windows
Photo- "Picture Pool"
graphs of 36 pic-
tures
4 aerial
photographs
Washington
Los Angeles
Boston
New York
Student
Guides
Teacher's Teacher's
guide guide

JAPANESE FAMILY

Clothing--Tanaka
family
(kimono, sash,
etc.)
Religion--Kawaii
(bell, incense,
ancestor tablet,
etc.
Art--Yamakawa
(flowers, bowl,
scroll)
Shoes~--Honda
(geta, slippers,
tabi)
Food--Yashida
(soup bowl,
pickle plate,
bean curd
soup, etc.)

Calligraphy
brushes

Ink stone, stick,
seal, water

dish
Living room
table

Family Album

Family guide
Family history
Role cards

Job cards
Artifact cards

Teacher's
guide
Poetry
translation
IE register
IE register
worksheets
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MATERIALS IN MATCH UNITS

A HOUSE OF ANCIENT GREECE

Alpha Kit--slina bullet,
pebbles, kylix, etc.
Beta Kit--spoon, mortar,
owl cup, etc. :

Gamma Kit--Athena,
fibula, loom weight,
etc.

Delta Kit--fishhook,
nail, coins, etc.

Epsilon Kit--head, goat,
aryballos, etc,.

Zeta Kit--horse, ring,
stylus, etc.

Photo finds

Research guides
Archaeologists' notes

Teacher's
guide



Records "City Sounds"
Film; "My City"
filmstrip

Maps or "Five Corners"
charts one large,

plus one
for each
child

Books 4 books on
cities

"Sounds of Japan"

Comic
Magazine
Poetry

"The Japanese"
(optional)

Uchi chart

Calligraphy

"Destination Olynthus"
"Olynthus Revisited"

Villa sketches

Villa floor plan
Villa plan with teams
Map of Greece

3 books on Greece or
archaeology



Lesson C  MATCH EXERCISE 2: E PLURIBUS UNUM*

A House of
Ancient Greece

Cognitive Objectives

Upon completing these activities, the child should be able to:
1. State at Teast three observations of a simple object
which are significant to constructing inferences based upon them.
2. Construct at least three plausible inferences about a
people, based upon his observations of a simple object made by them.
3. Demonstrate active participation as a member of a team
investigating a problem posed by the teacher.

Affective Objective

While participating in the activities of this exercise, the child
will:
1. Demonstrate that he enjoys the work being done with the
unit and its materials.

Sample Behavior(s) to look for:

. "Opinion Voting Box" results.

. Child voluntarily brings foreign coins, coil coilections,
etc., to class.

Rationale

This, the second exercise of A House of Ancient Greece, is one of

two introductory exercises designed to prepare the children for a series
of archeological experiences. The science of archeology leans heavily

"upon the processes of observing and inferring, and so it is these two

m

*Ritzg William C. and Frederick H. Kreese, TEACHER'S GUIDE TO TH
ERIE MODIFICATION OF A HOUSE OF ANCIENT GREECE, pp. 20-22,
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processes which provide the central focus for this exercise and the ones
which follow.

Exercises 1 and 2 introduce the children to the science of archeology.
Some teachers prefer to use just one of these to ready their pupils for
"excavating" the Villa, or to do both activities the same day. Whichever
alternative is chosen, keep these activities short; stop before the children
get bored.

The context of this exercise is obviously different from that of the
previous one. Whereas the work of Exercise 1 placed the pupil in the
position of making inferences about something that habpened in the past,
the work of Exercise 2 requires him to make inFerenceé of a much different
sort. In this exercise, he is to consider what someone 2300 years from
now might reasonably infer about the Americah!pegp1e based upon his obser-
vations about one or more of our coins.

From these coins, what could such a person discover about our 1ife?

It is an underlying assumption of this exercise that even simple objects
such as coins can tell us much about the people who made and used them, and
this concept is of obvious importance to the science of archeology.
Mﬁteriais |

You will need to supply six coins: three pennies, one nickel, one dime,
one quarter.

Instructional Procedure

Introduction

Begin the discussion by asking the children if they like detective
stories. Who is your favorite detective hero? What does he do? The object
the fact that detectives must gather clues (pieces of evidence) in order to

reconstruct an event that occurred when they were not present. When you
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feel that this point has been reasonably well made, tell the children that
they are going to become detectives in the work of this exercise.
Activity 1

Divide the class into six groups. Give one coin to each group. Have
the children imagine that their coins have been found in the year 4270 A.D.
(2300 years from now) by people who are trying to find out about the long-
lost civilization of America. Using only the coins, what could these
people discover about our 1ives? |

Encourage the groups to identify as many different kinds of information
offered by their coins as possible (for example, what the coin was made of,
how it was made, what messages are on it, etc.). These will serve as
clues to the kind of civilization that used thé-éoinsg

After the groups have completed their investigations, have each group re-
port its findings to the class. Start with the three uenny groups so that
as each group reports, you can compare its approach and the conclusions it
reached with those of the other two. Students should pegin to see that
differing theories maj arise from the same piece of evidence, and that some
theories seem more reasonable than others. Often the most reasonable theory
of all arises when two or more theories come together. Ask the‘groups if
they can combine any of their theories on the peényi

Then hear the other fhree groups' reports. As new evidence is intro-

duced from different coins, point out the ways that the new evidence either

Activity 2 (Optional)

If pupil interest and enthusiasm persists, allow the s..dents to extend
their Qbservation§1-inFerentiaT work, employing other coins of other denom-
inations, or perhaps even foreign coins. In each case, the focus of the

activity should be the question, "What does this coin tell us about American
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(or other nationality) 1ife?" The work of Activity 2 could well be
assigned to small groups of children, who might at a later time reﬁart
their findings and inferences to the rest of the class.

In any case, conclude the work of Exercise 2 by reminding the
children that archeologists, 1ike detectives, examine clues from the past

in order to infer what happened and how people lived long ago.
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Lesson D MATCH EXERCISE 5: IED VILI

A House of
Ancient Greece

Upon completing these activities, the child should be able to:

1. Demonstrate, at a level commensurate with his own ability
and interest, performance of his role as a member of ai archeological
team, and describe the roles of the other mémbers‘of his team.

2. Demonstrate the ability to make appropriate use of-the Viiia
floor plan as an information source.

3. State that the objects employed in this exercise are repro-
ductions of artifacts and describe the ratjonale for employing these
in place of authentic ones.

4, State at least five properties of the "find" provided for
his team. |

5. State at least one plausible inference (whether "right"
or "wrong") in regard to the possible function(s) of the "find" pro-
vided for his team.

Affective Objectives

While participating. in the activities of this exercise, the child
will:

1. Demonstrate that he is satisfied with the accomplishments of
his team (a. "We did a good job" attitude). |

Sample Behavior(s) to look for:

. He consults with and respects the opinions held by other
members of his team.

2. Demonstrate that he is satisfied with the personal accomplish-
ments achieved during the activities of the exercise (an "I did a good
job" attitude). |

IERJ!:‘ *Ritz and Kresse, Ibid, pp. 46-48, 52-56.
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Sample Behavior(s) to look for:

. He can cite at Teast three specific instances in which
something he himself said or did helped his team to reach
its goals.

. There is an obvious auality of pride shown by the way
that he reports his personal accomplishments to others.

3. Demonstrate that he enjoys the work being done with this unit
and its materials.
Sample Behavior(s) to look for:
. "Opinion Voting Box" results.
. He will enthusiastically discuss the activities and
materials of the unit with his classmates, teacher,
and members of his family.

. He will participate fully in the classroom activities
of the unit with a minimum of distraction.

. He makes statements such as "I might 1ike to be an
archeologist." '

Rationale
| It is suggested that the "student archeologists" of your class devote
at Teast three class periods to the study of "finds" from the Villa of Good
Fortune. Exercise 5 constitutes the first of these three periods,‘and it
is designed to be guided by the teacher. However, the work of the second
and third periods -- Exercises 6 and 7 -- is to be guided by questions and
comments found in each team's Research Guide.

An important aspect of Exercise 5 is the organization of six archeolo-
gical teams within your class. Each of these teams is identified by a
letter of the Greek aiphabethand‘is assigned the exploration of a specific
area of the Villa. It is very important to see that competent team leaders
are chQSEﬁ,rbecause the rest of the ?essons will succeed or fail depending
upon their leadership. Before beginning the work of this exerﬂisgg aive

careful thought to choosing the following:




Six Chief Archeologists to head each of the six teams.
These should include vour brightest leaders.

Six Recorders to take notes for the teams. The Recorders
will determine what information and which quesses to
record.

Six Archivists to receive from you, label, take care of
and return to you all reproductions, Research Guides,
Photo Finds, etc.

Divide the rest of the class among the six teams.




CHAPTER XVIII

MAN: A COURSE OF STUDY
(MACOS)
By Dr. Robert Fitch
"Man: A Course of Study" (MACOS) was put together on the basis of
a theoretical structure provided by Professor Jerome S. Bruner, psycholo-
gist and director of the'Center for Cognitive Studies at Harvard University.
The course is, in effect, the practical rendering and application of
Bruner's ideas on learning and how Tearning takes place as set forth in

his widely heralded 1ittle book, The Process of Education.! In it Bruner

emphasizes the power of organizing ideas as a way of shaping and stimu-
lating thought:

The curriculum of a subject should be
determined by the most fundamental under-
standing that can. be achieved of the under-
lying principles that give structure to
that subject. Teaching specific topics or
skills without making clear their context
in the broader fundamental structure of a
field of knowledge is uneconomical in sev-
eral deep senses. In the first place, such
teaching makes it exceedingly difficult for
the student to generalize from what he has
learned to what he will encounter later.

In the second place, learning that has fallen
short of a grasp of general principles has
little reward in terms of intellectual ex-
citement. The best way to create interest

in a subject is to render it worth knowing,
which means to make the knowledge gained
usable in one's thinking beyond the situa-
tion in which the learning has occurred.
Third, knowledge one has acquired without

a sufficient structure to tie it together
is knowledge that is 1ikely to be Forgotten.z

TBruner, J. S. The Process of Education (Cambridge: Harvard
University Press, 1962). ) ) '

2

Ibid., p. 31.
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the structure of the course as fc .ows:

The content of the course is man: his
nature as a species, the forces that shaped
and continue to shape his humanity. Three
questions recur throughout:

What is human about human beings?

How did they get that way?

How can they be made more so?

We seek exercises and materials through which
our pupils can learn wherein man is distinctive
in his adaptation to the world, and wherein
there is discernible continuity between him
and his animal forebears. For man represents
that crucial point in evolution where adaptation
is achieved by the vehicle of culture, and only
in a minor $ay by further changes in his
morphology.

And in elaboration of this he states:

‘In pursuit of our question we proceed to
explore five subjects, each closely associated
with the evolution of man as a species, each
defining at once the distinctiveness of man and
his potentiality for further evolution. The
five great humanizing forces are tool making,
Tanguage, social organization, the management

of man's prolonged ChZTthDdg and man's urge
to explain his world.< :

From this basis "Man" began to emerge. With grants from the National
Science Foundation and the Ford Foundation, the Social Studies Curriculum
Program of Education Development Center, Inc., at Cambridge, under the
direction of Peter Dow, began work. Consulting scholars Irven DeVore, Harvard
primatoTogist, and Asen Balekei, anthropologist at the University.of Mgntrea1,
provided academic expertise and led filming expeditions to Africa and the

Artic respectively.

1Bruner, J. S. Toward a Theory of Instruction (W. W. Norton and

- Company, New.York 1968, T966), p. 74.

2Ibid., p. 75.
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"Man" has essentially two major aims. "First. . . . to stimulate
children to think about the nature of man by providing them with interesting
studies of animal behavior and human groups taken from recent work in the
behavioral sciences and aﬁthropoiogy."] It is hoped that ". . . these
studies will provoke students to reexamine what they think they know about
themselves and about human beings generally. By comparing man to other
animals and by studying man in a cultural setting different from our own,
they may reflect upon the deep structure of human experience, the common
impuises and ways of coping with 1ife which unite man as a species beneath
the surface diversity of culture, and the biological ties that unite man
with other Tiving creaturés."2

Sec@nﬁ, it is hoped that ". . . this course will awaken in children
an awareness of the fact that what we regard as acceptable behavior is a
product of our cu]turég In judging others, particularly those of differ-
ent cultures, children must Tearn to know when their judgments, and the
judgments of all men, are shaped by the culture in which they Tivei"B

| The specific instrumental or pedagogical aims of the course that
are intended to develop children's conceptual understanding and personal
self-confidence are: 7

1. To initiate and develop in youngsters a process of
question-posing (the inquiry method);

2. To teach a research methodology where children can:
a. Look for information to answer questions they have raised
b. Use the framework developed in the course (e.g. the con-
cept of the Tife cycle) and apply it to new areas;
IMACOS One. Talks to Teachers, p. 6.
®Ibid., p. 6.

31bid., pp. 6-7.



3. To help youngsters to develop the ability to use a
variety of first-hand sources as evidence from which
to develop hypotheses and draw conclusions;

4. To conduct classroom discussions in which youngsters
Tearn to Tisten to others as well as to express their
own views;

5. To legitimize the search; that is, to give sanction
and support to open-ended discussions where definitive
answers to many questions are not found;

6. To encourage children to reflect on their own exper-
iences;

7. To create a new role for the teacher, in which the

teacher ??G?mE% a resource to children, rather than
only an authority.’

The test of any program, however, is not in the formulation of
laudable end goals, but rather in providing appropriate means for reaching
them. As Bruner states it they have ". . . used every means to get kids
to see what it means to be human." (They have brought together) "the
film maker, a gifted poet to bring these people together to do something
for kids."2 |
DESCRIPTION OF MATERIALS

MACOS utilizes virtually every type of material and pedagogical
technique now available in education. The basic means are the films which

comprise a total of six hours on sixteen titles. They are eight mm sound

films which keep narration to a minimum, relying mostly on natural sounds

THanley, Janet P., Dean K. Whitla, Eunice W. Moo and Arleen S.
Walter, A Summary Report, Curiosity, Competence, Community, An Evaluation
of Man: A Course of Study (Education Development Center, Inc., Cambridge,
1970}, pp. 1-5-6.

B Z?A Time for Learning," film (Edication Development Center,
Cambridge). : .




in the envirénmenti For example, Irven DeVore made some 40,000 feet of
film on baboon troops in Nairobi and Amboselli-Game Parks and Asen Balekei
shot 180,000 feet of film or three separate expeditions to the Artic.

These films are used in conjunction with twenty-nine student
booklets which provide information on the basic concepts and themes of
the course. These booklets are illustrated with diagrams and drawings
which facilitate student understanding. The course also utilizes two
twelve-inch records, two seven-inch records, five filmstrips, twenty~three
maps, posters and photomurals. In addition are three educational games
including a seal hunt game and a caribou hunt game.

The course also provides nine teachers' guides with background
information, biblioqraphy, sugqgested lesson plans and strategies for
evaluation. During the course students engage in much group work, con-
struction activities, and role p]ayiﬂg!1

But a course of study is more than the sum total of its parts.

The outstanding feature of MACOS is the internal consistency and cohesion
of the course itself and the materials. All of the components fit and
serve a purpose. MACOS is also distinguished by the fact that EDC and the
present course disséminatar, Curriculum Development Associates, reyuire a
teacher training program for teachers using the course.

The "fit" between the component parts of MACOS comes from the
logical progression of the course towards elucidating and clarifying concepts
and ideas which contribute to achieving the course goals. The three recurring

questions:

1A11 materials for the course are available from Curriculum
Development Assaciatian, Suite 414, 1211 Connecticut Ave., N.W.,
Washington, D, C.
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What is human about human beings?

How can they be made more so?
and the five great humanizing forces:

tool making

Tanguage

social organization

the management of man's prolonged childhood

man's urge to explain his world
serve to unify specific concepts thraughout'the courgse. The first major
theme to emerge in the study of man is the notion of life cycle. The
students study the 1ife cycle of the salmon and discover that the parents
of salmon die before their offspring hatch. There is no period of de-
pendency on the parents. Of 6,000 eggs laid by each female salmon, only
two salmon will survive to return to the same stream some five years
later. The students inquire into the relationship between innate and

learned behaviors. The students begin to realize that learning is a

principal activity of man.

The herring gull is studied next. By contrast, the herring qull
has a longer period of dependency. Some of his behaviors are innate, such
as pecking the red spot on the beak of its parent to make the parent re-
gurgitate food for it to eat. But it has to learn to eat it quickly or
the parent will eat it again. The herring qull study raises questions .
about the function of parents. Other concepts come to play in the study

of the herring gull, such as the concept of territoriality. The students

spend approximately 17 days examining herring gull behavior.
Next they study chimpanzees and especially baboons. Here they

begin to Tearn more about social organization and tool making. As Bruner
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notes, the %uitimate object in teaching about tools is . . . not so much
to explicate tools and their significance as to explore how tools affected
man's evolution and still affect his Tifé."j In studying social organiza-
tion students become aware that there is structure in a society and that
this structure is not fixed once for all. In studying a baboon troop
students get an understanding of the concept of dominance--something they
already have experience with. Baboon study takes about 30 days of ihe
course.

Throughout the course concepts introduced earlier are reinforced
and elaborated upon. Always thev are backaround for understanding the sub-
tleties of primate and especially human behavior. |

- The Netsilik unit comes last. Many of the questions raised earlier
are refocussed as students study a human society quite different from their
own. The Netsilik provide a contrast with subhuman social organization and
our own. The Netsilik society does not have elaborate power structures and
social hierarchies. The primary aim in the Netsilik unit is to illustrate
man's capacity to symbolize. A baboon can experience danger and learn by
experience to cope with it, but no baboon can think about the idea of danger
and invent new ways to deal with it. Students learn that this man-made world
is what we call our "culture."

One of .the more interesting and unusual features of "MAN" is a
beginning exploration of the concept of a world view. This section of the
Netsilik unit is concerned with man's drive to explain and represent his
world. It deals with myth, art, and primitive legend. Students read

lstories and hear recorded Tegends such as the "Legend of Nuliajuk," which

1:Br‘uner','ff‘(f.:wa'm:l a_Theory of Instruction, p. 82.
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explains the origins of seals to the Eskimos.

Throughout the course two closely related themes arise: The idea
that a structure can be understood in terms of its function, and the con-
cept of adaptation--the notion that an organism responds to its environ-

ment in ways that tend to promote its survival.

PEDAGOGY OF THE COURSE

of social studies teaching that we should begin by presenting the familiar
world of home, the street, and the neighborhood. As Bruner notes, "It is
a thoroughly commendable ideal; its only fault is its failure to recognize
how difficult it is for human beings to see generality in what has become
familiar,"!

The course relies principally upon four pedagogical technﬁ‘quesgE
The first of these is contrast--how contrast is used should be apparent

from the presentation thus far. The second is stimulation and use of in-

formed guessing, hypothesis making, and conjectural procedures. The third

1s participation. Again, the earlier discussion of course materials and -

teaching procedures should make this point clear. The fourth is stimulating

self-consciousness, by which is meant the belief that there is a learnable

strategy for discovering one's unspoken notions--one's unstated ways of

SPECIFIC ILLUSTRATIONS OF LESSONS FROM MACOS
Babgags;

Prior to this lesson studenté will have examined the baboon's

1ij,d" pi 93-

2For a detajled consideration of the pedagogy see Bruner, Toward
a_Theory of Instruction.

K , E
op. 32.33°UMmarized from Teachers' No. 5, Baboons, MAN: A COURSE OF STUDY,
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environment and noted that the baboons share their environment with many
other animals. They will have seen the film, "Animals in Amboselli," where
they see Hons,;heetahsS gazei?ésg elephants, zebras, gnus and other
animals and study some of the interactions among the animals. They will

have read the booklet, Animals of the African Savanna. Leading into the

study of baboons they will see the filmstrip "Baboons" and read the book-

let, Baboons and the Observers Handbook. In this work they will raise

questions about the implications of troop Tiving. In further study they
will watch two short films on younaer and older baboon infants. In this
study they note the helplessness of young baboons. They will also see
affection between a mother and her offspring.

After this period of observing the behavior of baboons they have
gathered sufficient information to consider the cohesiveness of the baboon

troop.

Lesson Topic--The Troop: Affectional Bonds and Dominance

Film : "The Baboon Troop" (22 minutes)

The children 'should begin to see the adaptive significance of
baboon troop life. Some animals spend most of their lives alone (1eopards,
for exaﬁpTé). Others cannot survive alone and are always found in groups.
The baboon is a QFGUPETiViﬁQ animal; it is adapted to survive in a group
and through a group. (Man, too, is a group-living anjmal; he usually en-
Joys and benefits from the company of others.)

What is the advantage to baboons of Tiving in troops? A lone
baboon would be completely vulnerable té outside dangers. The relatively
small size of the female and the helplessness of the infant make it nec-
essary for the males to protect other troop members if the infants are to

survive.
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We can see that it is an advantage for baboons to be in troops.
But what keeps them together?

Two bonds are particularly strong: The powerful males are attrac-
tive to other troop members, and the fZ;a1és with infants are the most
attractive to the powerful males and are more often near them than other
troop members are. There is also another bond that seems to tie the troop
together. During quiet times of thé day, an old female is often surrounded
by baboons of different ages. Observers believe that these are her off-
spring. There appear to be lasting affectional bonds between the old fe-
males aﬁd their offspring. |

Troop living presents some problems. With many baboons all to-
gether, infants growing and playing, males often expressing aggression, how
is peace keptvwithin the troop? What determines when a troop will set out
in the morning to cross the grasslands and what direction'it will take?

What happens when there is danger? How can action be taken quickly when
a whole troop of babé@ns is involved?

These problems lead into a study of 'dominance, the basic ordering
principle of the troop. Peace is kept within the troop because each baboon
has a place in the dominance hierarchy, and although this place may change
gradually, it is always recognized by others in the troop. The;strang,
powerfu]l males who are able to cooperate with each other are the real leaders
of the troop. 1In a troop of forty, perhaps three or four males would make
up this "central group" of leaders. (Notice that these may not be individually
dominant over all other members of the troop; one male may be stronger and
more aggressive than all of the others, but unless he is able to cooperate
with them, he will not become part of the Teadership group. He will be sub-
ordinate to the combination of the other strong males in the troop who are

able to cooperate.)
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The film, "The Baboon Troop," and the booklet The Baboon Troop

develop the ideas mentioned here. The film can be stopped at several

points and discussed.

Lesson Topic--"Observing Life at a Fish Camp”1

Film: "Fishing at the Stone Weir" (22 minutes)

In the film, "Fishing at the Stone Weir," many aspects 6f human
1ife (family relationships, play, learning, technology) blend together to
form two days of 1ife in a Netsilik camp. During the unit these aspects
are isolated and analyzed; the films, in contrast, attempt to show the con-
tinuity of the people's lives.

Before showing this segment of the film, divide the children into
five groups and ask each group to watch for one of the following:

how the Netsilik are getting food
how they_are caring for their young
what things men are doing

what things the woman is doing

(nat1ce espec1a11y his p]aying);
Introduce the Eskimo family to the children: Umiapik, the boy; Kiﬁgnuk; his
mother; Itimangnark, his father.
Many of the activities the people in the film engage in are clear
to us without further exp]anétion; they are closely related to our own
activities. We see the people erect a tent for shelter, repair the fish

trap, catch, clean and eat fish, and entertain one another. Other scenes

\ 1MACDS Teachers' Gu1de #6, "The Netsilik Eskimos at the Inland
Camps, (EDC, Cambr1dqe Massachusetts, Pilot Edition, 1968), pp. 11-15.




are not as clear. We must know more about the people and their thoughts
to understand what they are doing.

Both Kingnuk and Itimangnark do many things that. derive meaning
from the symbolic world of the Nets%]ik. We céﬂﬁat understand these be-
haviors without exploring the inner world of the Netsilik. Kingnuk
braids her hair onto a stock to show by the caiars of the binding strips
that she has a son. She covers the eyes of the fish with ashes to en-
sure future good fishing, Itimangnark repairs his tools some distance
from the fishing site, so he will not anger the spirits of his cosmos. -

- To find the reasons for these behaviors, the children can read the last

page of the chapter, "The Ancient Ruies of Life," in This World We Know.
- Why do the Netsilik follow these rules?

How would they feel if they did not do what
the rules required?

From what you have observed in the film and
heard on the record, what other things
do you think the Netsilik might care about?
These two sample lessons provide only a brief taste of "MAN."
The interested teacher will want to examine a sample set of the materials,
in conjunction if possible with a viewing of the films which are the

"backbone" of the course.

CRITICISMS OF "MAN: A COURSE OF STUDY"

While just barely out of the pilot stage, MACOS has attracted
critics as well as proponents. Jerome Bruner, "MAN: A COURSE OF STUDY,"
and the whole Brunerian stance has been criticized by Richard M. Jones in

his book, Fantasy and Feeling in Edgcation_] As one would expect from

7 1Jnnes, Richard M. Fantasy and Feeling in _Education (Harper
Colophon Books, Harper and Row Publishers, New York, 1968).
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the title of his work, the substance of Jones' criticisms is based on the
conceptual basis of MACOS and what Jones believes is an overemphasis on
cognitive development and the neglect of emotional and imaginative devel-

opment.

the-Seﬁtember, 1970, issue of E*dugatei1 doubts that students or teachers
are grasping the maiﬁ.cancepts and ideas of the course and feels that
the course has also failed to achieve its inquiry goals.

"MAN" is receiving close scrutiny, as it shouié_ Some four
million dollars ($4,000,000) were spent in the development of the course.
It may be that the above criticisms are Justified, and it is likely
there will be others as the course is more widely distributedgyrwhiTE
we are professionally obTigated to critique new curricular endeavors,
in the opinion of this writer, MACOS is a vast improvement over the
content and methodology found in the vast majority of fifth and sixth
grade classrooms.

Working as I do, with prospective teachers and experienced
teachers in social studies methodology and curriculum, I have come to
realize tﬁat curricular change takes place sigwly and in small gains.

As T studied MACOS, I became intrigued with the internal cohesion and
consistency of the course. It really doeé all hang together. And, in
my opinion, it can result in substantial change--not just in fifth or
sixth grade classes--but throughout all the grades which follow. So,

‘while MACOS, as any course of study, has deficiencies and problems, I

'Bumstead, Richard. “Man: ‘A Course of Study," Educate,
September, 1970, Vol. 3, No. 4, pp. 20-29,
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think that through implementation of courses such as this we can have

substantial impact in updating education.
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CHAPTER XIX

TEACHING FOR VALUES CLARIFICATION
AND COMMITMENT
By Prudence Dyer

Historically the development of personal values "like ours" has
been an expected function of the school. Implicit in the citizen's sup-
port of anyrSGhDDT or university or a factor in his vote for a bond or
school board election is the assumptf@n that the school or candidaﬁes
are striving to stress values important to him as an individual supporter
or voter,

S0, tensions in society persist between two concerns: (1) pre-
serving the values of the culture, and (2) accommodating changes and
technological advances of the present and future. These continuing ten-
sions challenge the schools to reexamine their basic philosophies and
objectives in order to éeFine their role either in reflecting or in shap-
ing the values of society.

Even with all the concern, there have been few ways developed for
effectively rgcarding and analyzing values held by individuals, groups,
and schools. There have been few ways also of examining values held by
groups through the several ages represented in the school population, or

of analyzing how these values have been expressed -- or

of confronting values-laden decisions -- or

of clarifying personal values -- or

of deciding upon a personal value commitment.

"Values," as used in this discussion, are defined as those state-
mehts of prefereuée or intent which seem to guide or govern the behavior

of the individual or the policies of an institution.

O




Most @% the new humanities courses and programs in the schools
confront problems of values, as do many social studies and English pro-
grams. Such courses and programs generally have grov.n around the strengths
and concerns of particular teachers or teams of teachers. Throughout
these following discussions we will emphasize humanities as én integrative
course or program which encompasses the social studies as well as the arts.

Course structures in the humanities vary, but generally follow one

of five basic patterns. The Culture Epoch approach concentrates on great

"periods of man's development when he seems to synthesize the efforts of
the past or to enter a new transitional period of development. As a
framework for the study of man, this approach goes beyond the attention
to politicaT and economic history and examines man's artistic and social

. achievements in a particular perjod of time, such as the Golden Age of
Greece, the Renaissance, or Post Modern Man. A danger is that high-
Tighting of some eras may render other equally brilliant ones into dark

ages, -

The approach through the Great Ideas focuses study upon ideas as
they have_appeared and reappeared through the ages: Ideas of EevaTutiQn,
Jjustice, power, and law. Ideally, this approach is limited by nefther
time nor locale, 1In actua1ify, however, many Great Ideas courses touch
primarily on ideas of the Western world as they have appeared in Titera-
ture.

American Studies courses emphasize the forces shaping diverse

peopies into a single nation, and consider the arts, institutions, and
ideas which form the national character. The limitations of this structure
lie within the provincié? nature of the design. As a base for the student's
understanding of himself and his own specific heritagé, the study is appro-
ﬁriate, As the end of humanities study, it is inadequate in its Tack of

[ERJ!:concern for the one world and the one-ness of man's experiences,

IToxt Provided by ERI



World Culture Studies, 1ike American Studies, consider the fac-

tors contributing to the kinds of civilization and culture found in re-
gions beyond the United States. This framework could have weaknesses
similar to those found in American Studies programs if the class stays
within the ﬁationa1i5tic point of view.

The Aesthetic Structure plan focuses upon the form, design, com-

position, structure, and other conventions of particu?af art forms.
Teachers using caré to enable students to find unifying and interrelatina
structure within the arts overcome the weakness of a sterile studj which
concentrates primarily upon form without reference to or regard for mean-
ing.

Values and/or Concerns of Man as the unifying forces in the study

of the Humanities offer a powerful structure for study. Values and con-

cerns Titerally explode from the expressions of man, whether sophisti-

- cated or naive, classic or contemporary, old or young. Values and con-

cerns burst from television or motion piéture screen, from the library
shelf orvthé corner newsstand; from £hé symphony hall or the cellar coffee
shop; from the art gallery or the latest pop recording. These are the
media engulfing the young. Weaknesses of utilizing this approach become
appérent if the study is organized in & random or haphazard fashion. This
approach, however, capitalizes on the jssues absorbing the interests and
concerns - of the students. It is the approach we shall discuss as the
setting for values clarification and commitment.

- however this study is organized --

The study of the humanities
encompasses the concerns of mankind and the means of expressing or re-
solving these concerns through the arts, institutions, and inter-personaf

relationships. Such a study must embody skills essential for understanding
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and interpretation as well as those necessary for creation and communication.



The study or process must also consider each studeﬁt as one man, so that
his motivations, his concept of self and others, his pressures, his exemp-
lars, his value commitments, and his creative expressions can find studio,
forum, or laboratory for study and analysis.

Can all these concerns: and goals be accomplished in one semester's
course? In a one year's course?- In a single discipline course? Or must
the schools consider integrating many of the currently discrete segments
in their total curriculum? These are questions each scﬁooi must face and
resolye for itself as it seeks its own encounter with values.

Numerous researchers, psychologists, phi]osophers; and educators
haye studied some aspect of values in recent years. The question of de-
fining values -- or clarifying them -- has interested philosophers for
years, Some persons have attempted to break values down into such spheres
as moral, aesthetic, e:cnamic; political, religious, practical. Some have
studied them in terms of attitudes toward social institutions. Others have
obseryed shifts, transformations, and cgnf1icts in vaTues:

The difficult task of measuring values has challenged many research-
ers, Several versions of forced-choice scales have been developed to attempt

the measurement of values. These have been utilized with adults, young per-

-sons, and eyen pre-schoolers, Most of these formal measuring devices have

‘been paper and pencil tests presenting to students opportunities to evalu-

ate the effects of alternative value choices, Students must rely upon their
verbal skills to interpret the author's vocabulary and intent.

Fsycﬁo1ogists; antﬁrcpoTDgfsts; educators, and journalists have
studied and rapofted the value patterns of children and adults. Studies
support the folk wisdom -- that a child's values are influenced by home,
parents, peers, and school,

How valid are all these studies for the rapidly changing Seventies?

+Is there a reliable and yalid way of analyzing even the ‘expressed values
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of children? Of youth? Of adults?

Although values held by children and youth have been studied ex-
tensively through "tests" or observation, there have been few ways of
studying values expressed in discussion, writing, or overt behaving.
Because paper and pénei] tests pose problems in va1idity,] Dyer developed
and validated a rubric fér recording expressed values of students and
schools. In a small feasibility study she compared the values expressed
by the schools through their publications and by the students through
their writingz and found that in the schools studied the values of ninth ,
grade students most nearly resembled those held by the schools. Younger
students in this sample expressed more emergent values than those held by
the schools and older studehts expressed more traditional values than
those recorded for the schools!

Dyer conducted a small feasibility study to determine what pro=
portion of children's values expressed over & seven-year period could be
characterized as static or dynamic and what dominant value patterns emerged
in which years. The sample selected and the data they yielded do indeed
support the hypothesis of change., Further studies are anticipated with
these and additional papers on file, as well as with additional papers yet
to be collected from this school district in the next five years. Further
studies will include the following investigations, some of which are now
under way:

(1) the study of one grade leyel for the seyeral-year span to

1Dyev, Prudence. "An Encounter: Humanities and values." Bulletin
of Research in Humanities Education 1; 11. 12. Spring, 1970.

ZDyer, Prudence. Delta Kappa Gamma Bulletin.
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determine whether or not differences occur in expressed values in rela-
tion to events of the time, the topic chosen, or the particular groupings
(multi-graded/non-graded, etc.), |

(2) what ideas were most expressed by students either on one topic
or by the entire group on a range of topics,

(3) whether or not there is a relationship in the larger popula-
tion between the variables of expressed values and those of creativeness,
competency, sex, motivation, etc.

Research which gauges institutional or societal values follows de-
signs developed for sociological studies. Case studies, journal documen-
taries, narrative and expository essays augment the statistical studies
found in the books and journals of the profession. Few models appear
appropriate, however, for the s%mp1e and objective analysis of the values
of a particular school or groups of schools, beyond the eva]uatiye cri=-
teria of the accrediting associations or other similar self-study guides.

There are several techniques and designs for including value con-

siderations in the classroom. The New England Primer included moral preach-

ments in every verse. The McGuffey readers were characterized by moral .
tags at the end of most selections. Sophisticated contemporary authors

dropped. those devices in favor of objectivity -- their value. A number

values formation, have re-introduced procedures for including considera-
tion of value choices in the classroom.
He will be
(a) designer of his own ethical behavior based on values
, expressed and analyzed in writing-and discussing
(b) sensitive to each individual's expression of his
jideas -~ not only of recognized masters, but also of
his own and of her peers
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He will become
(a) a reader, listener and participant in a variety of leisure

activities
(b) a committed member of his chosen vocation
(c).a constructive critic of media, arts, institutions and prac-
tices of his community
) a designer of creative ways tD use working and leisure time
for self renewal

) a volunteer or advocate for causes and purposes he professes
in his community, nation, and world.

(d
(e

Objectives grow from commitment of teachers for the development
of students toward their full potentialities. These broad objectives
form a base for the structure and sequence of a course or a twelve-year
program in the consideration and clarification of values through the
humanities.

Sequence in humanities programs may be developed, beginning at
the elementary, junior, or senior high levels, with studies organized
around great jdeas, aesthetic form or structure, historic periods, re-
gional studies, or perennial and changing values. Programs might utilize
aspects of several approaches within a year or a three-year or a twelve-
year period, The programs will depend on the school's objectives for
study in the humanities.

As a part of the sequencing the teacher should allow the chiiﬂ
"practice in both leaping and plodding, for without the experience of
guessing, the child is deprived of his rights of mind.“3 Perhaps the real
aﬂd_criminaT discrimination in the schools occurs as teachers plod through
the years with dulling procedures: Read, recite, review, and recite again;
or sing, sing, sing, in the same routine again; or color, copy, or underline

the same forms again. And discrimination occurs as teachers fail to allow

3Bruner, Jerome. “Needed: A Theory of Instruction,” Educational
Leader3h1g May 1963, pp. 523-532. —_—




for variety in work or.for cognitive or affective leaping. 'And discrimin-
ation occurs again as teachers fail to provide for uni?ying experiences in
the humanities, or for time to revisit and enjoy something afresh as taste
is developing. The compulsion to "cover" the text, the course, of study,
the arts, or MAN, is a compulsion which should be extinguished.

The problem of how values are taught and learned concerned the
editors of a leading educational journal. They had been perplexed about the
assassinations, riots, and violence of the past few years and had observed

that as a nation "we" had been successful in teaching the young to hate.

One beautiful issue, therefore, was devoted to teaching the young to Igvg.4

It included the work of creative artists and writers Leo Tolstoy, Antoine
St. Exupery, E1dr%dge Cleaver, photographer Carl Mydans, psychiatrists Hugh
Missildine and Karl Menninger, scholars and educators such as Teilhard de
Chardin, Will and Ariel Durant, George Wald, Loren Eisely, Louise Berman
and many others. It is a remarkable blend of ideas and inspiration, concern
and challenge, theory and practice.

Discussion, ro]e%p’!ayings psycho-drama, or puppetry provide media
through which students can encouhter values conflicts or decisions within
the classroom. Massialas and Zevin have transcribed -some such éncounters

and have suggested others in Creative Encounters in the Cj;sgroam,5

An alert teacher finds almost daily examples from the press or other
media or from 1ife in the school, community, or world, which he can brina to

his class for their encounter with values.

4Fﬁymier, Jack R., ed. Theory Into Practice, 8. April, 1969.

5Massia]as, Byron G. and Jack Zevin, New York: John Wiley &
Sons, Inc., 1967. . .



Responses can be oral or written in individual or group situa-
tions, or played out in drama. Recordings, tapes, or compositions can
be analyzed for stability or change on the Rubric for Expressed Values.
(Or REV can be used by trained observers in a manner similar to that
employed by users of VICS.)

Films, too, provide powerful springboards for value-laden essays,

discussions or socio-drama. Home of the Brave, a brief film flicking

to tom-tom beats, shows alternating pictures of Washington, Tecumseh,
Jackson, Sequoiah, Pioneer Woman, Crazy Horse, World War II.G.I., Sioux
Warriors, Custer, Maria the potter, and many others. Interpretations of
viewers vary as they consider their own perception of whose Home this is |
and who are the Brave. OthEFrfi1mS posing values conflicts are in plen-
tiful supply.

Change or stability in values comes through specific commitment

to a specific course of action. Commitment is, of course, an expected

concomitant of values clarification. Each case exercise a teacher might
désign'from news stories, films, or local concerns, could be followed
with a call for commitment to some specific course of action. One way of
communicating this commitment is through student-made films. Now much in
vogue, these generally speak in strong values-statements and reveal a com-
mitted crew of researchers, writers, photographers, producers, directors
(and teachers), |

Many notable examples of values commitment have occurred in our
very recent memories, many outside the classrooms of our schools and
universities.

commitments to a

Civil Rights sit-ins, marches, teach-ins, -
new order, at whatever price.

"The Children's Crusade" for Eugene McCarthy -- a commitment
for change from a policy of war.
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The Earth Day teach-ins -- commitments to education and
stewardship for environmental concerns

Nader's Raiders -- a commitment to the little guy -- the
consumer.

And méﬂy more. Most are sparked with controversy as established
values connect with shock waves of change.

Some-of the committed may be youth ahead of their times, but
that is the risk we run when we teach the young to value -- to value
and to commit themselves to the fulfillment of self and to service to
others and to the world.

'Threugh such risk-taking with established values have come the
greatest achievements of the ages -- the fulfillment of wise and possible

dreams,



CHAPTER XX

INVESTIGATING MAN'S WORLD: A NEW SOCIAL STUDIES
PROGRAM FOR ELEMENTARY SCHOOL STUDENTS
By Clyde F. Kohn

One of the tasks we must set for ourselves in education is resnon-
sible evaluation of the new social studies programs in terms of their im-
pact on instruction in coming years. We must base such evaluation on
criteria which can be applied objectively fo all new social studies pro-
grams, whether they are developed by commercial firms or sponsored with
federal meney. Seven criteria are advanced in this péper; 0f course
they reflect certain personal value systems and assumptions concerning
a social studies program. These values and assumptions appear, however,
to have widespread support within the teaching profession. The criteria
are:

1. Is the program structured in terms of more than one social
science discipline; that is, is the program mu]ti;diséip1inary?

2. Is the program conceptually-structured, rather than factually
oriented? ’

3. Is the program inquiry-oriented, calling for analytical,
integrative, and decision-making thought structures?

4. Does the program deal with persistent socié? prab1emsvin‘an
unbiased manner? - _

5. Is the program adapted to the developmental level of the
Tearner, and related to his needs and interests?

6. Does the program stress the development of values and be-
havior traits that are both personally and socially acceptable?

7. Does the program help learners relate effectively to the many
- communities of which they are a part -- local, state, national, inter-

" national, and worldwide?
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Let us apply these criteria to the program which has been developed

by the authors and editors of Investigating Man's World (IMW), a social

studies program for elementary school students, developed and published
under the auspices of Scott, Foresman and Company. This program is de-
signed to help elementary students develop systematic ways of thinking
about and studying the world in which they Tive, by applying the struc-
tures and key concepts of the several social science disciplines to find-
ing solutions to social problems as they develop. Its purpose is to help

lifetime of work, leisure, and citizenship.

1. Is the IMW Program Multi-Disciplinary?

No one social studies discipTine=-h%stary; geography, anthropology,
economics, political science, or soéia1ogyieaFFers all of the tools or exper-
iences children need to find solutions to social problems, but, by using
a variety of disciplines, children can learn how to investigate social
issues. IMW textual materials are structured in terms of all the social
sciences. Primary grade children investigate their home, school, neighbor-
hood, and metropolitan communities from several disciplinary points of view.
They Tearn that these communities need to be investigated in terms of their L
ethnic composition, spoken and written 1anguageS; and cultures (anthropology).
They also ?earn that every society and every %ﬁdividuai is faced with a
conflict between unlimited wants and Timited reséurces (economics). They
| study the natural environment of their home, school, and city, and how man
uses the land in their communities (human geography). In other lessons,
children explore the development of their families, schch, or city by in-
Vestigating the inevitability of change; the continuity of human experience,

and cause-and-effect relationships (history). They simulate political
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scientists by learning about laws, processes, and the structure and
functions of governments; and as sociologists, they study human socie-
ties, social institutions, and causes and effects of cultural change.
By studying human phenomena from different disciplinary points
of view, children begin to learn that few things in the world regarding
people, social issues, or the communities gf_which they are members are
simple. They discover that many economic problems are also political
problems, and that many political problems are also social problems.

As children learn about these complicated relationships, they begin to

realize the importance of the social science disciplines as fields of

research and as working professions.

2. 1Is_the IMW Program Conceptually Structured?

There are two schools of thought concerning the question: '"What
knowledge, understanding, and skills in sociai affairs and relationships
ought a young citizen have when he has completed his basic education?"

Many teachers believe that, in geography, for example, children
should be taught the lazatign; surface conditions, climate, plant and
animal life, natural resources, popu:]atian3 gities, products and occupa-

tions of the major nations of the world, of regions within their own

nation, and of the particular state and Tv.ality in which they live.

Other educators believe it is more important for a student to
have some general understanding of the distribution of natural and cul-
tural phenomena, of their associations over space, and of the spatial

factors that are involved in human activities. A growing segment of the

“education profession believes that effective programs in social studies

should be conceptually-oriented rather than factually-oriented. With

!the aid of meaningful concepts, models can be established against which

O

stual events, institutions, trends, and problems not only now but in




the past and in the future, can be analyzed and understood. To be sure, in
analyzing social issues, facts are necessary; so too is the careful checking
of facts. But, knowing the facts of a specific incident or place is not
enough. Rather, students need to develop concepts and acquire techniques

to help them analyze, interpfet, and judge any similar or comparable com-
bination of human social facts with which they might be confronted in the
years to come.

The IMW social studies program has been designed on the principle
that the key to knowledge, understanding, and acceptable behavior lies in
the structure and concepts of the social studies disciplines. IMW is,
therefore, a conceptually-structured, rather than Factua?1y;griented, pro-
gram. IMW asks children to investigate relevant social issues of the com-
munities of which they are members, in terms of these key concepts of an-

thropology, economics, geography, history, political science; and sociology.

3. Is the IMW Program Inquiry-Oriented?.

Much is said today about the need for social studies programs to be
inquiry~ or analytically-oriented. What is meant by such an orientation?
Basically, it means that a program has been structured in such a way that
children learn problem-solving methcd; of inquiry. Such programs move away
from a sheer expository teaching strategy tcwards one of provocative guided
discovery,

An inquiry program in the social studies should aim to develop in
Tearners the following abilities and skills:

a. The ability to state a problem clearly and succinctly.

b. The ability to gather data; by abéervation, from tables, maps,

charts, diagrams, and textual materials.

C. The ability to define terms and to classify data as demanded by

the problem under consideration.
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d. The ability to compare and contrast.

e. The ability to relate, coordinate, and integrate ideas by
making generalizations and inferences from the data col-
lected.

f. The ability to judge, to decide, to set policies based on
the generalizations and inferences developed from the

analysis.

The IMW program has been designed to help young people déve]cp
these abilities, these patterns of thought and inquiry that will be use-
ful to them in new situations. They are encouraged to state problems;
to use the text, maps, pictures, documents, charts, graphs and statis-
tics to ‘gether necessary facts; to group these facts into meaningful cate-
gories. They are then guided in relating, coordinating, integrating, or
synthesizing their new experiences, their new kanTedge; and their new
understanding with previous knowledge and experiences. Children are con-
fronted with real Tife problems and situatiors that require them to ex-

amine their own value systems and to make decisions.

4. Does the IMNVFrogram!anT with Persistent Social Problems Without Bias?

A meaningful program of study should deal with social problems
that are persistent over time and space. What are some of these?

Man, throughout time and in all parts of the world, has been con-
fronted with almost unlimited wants, but there are only Timited resources
with which to satisfy these wants. Th%s condition will undoubtedly con-
tinue to exist as Tong as man inhabits the earth. Hence, the problem of
allocating scarce resources to satisfy wants is a persistent problem.

As new wants arise, new ways must be found to reallocate scarce resources.
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Another persistent Tife problem is the proper management of our
environment, an ecological problem. Every major technological or scien-
tific advancement of mankind results in a re-evaluation of the amount and
quality of our land, water and air régcufces. We are discovering pain-
fully that we need sound environmental planning in order to maintain and
enhance economic progress while preserving suitable environmental condi-
tions in which to Tive. Learning experiences need to be provided at all
grade Tevels to enable children to develop the understandings, abilities,
and skills to improverthe relations between environment and man.

Other persistent 1ife problems include the ability to live in
peace with one another, to develop just rules and regulations, to help
individuals develop to the best of their ability, to move goads‘and people
quickly and quietly without danger to Ter or property, and to rid the
earth of poverty and social injustice.

The IMW program for the social studies attempts to deal with major
social, political -and economic problems that appear to be persistent in
the many communities of which we are members. Learners are given oppor=
tunities to investigate how people have tried to solve these problems in
the past, how people from place to place on the earth's surface have de-
veloped different solutions to similar problems, and what factors must be

considered to solve comparable problems as they arise in the future.

5. Is the IMW Program Adapted to the Development of the Learner?

No program, however well structured in terms of concepts and inquiry-
oriented skills, can be successful if it reaches beyond the ability of the
learner to understand. A suitable program is one that offers a means for

developing learning experiences for children of differing needs and abil-

ities. Every child needs to be challenged, and every child needs to
Q :




experience success.

The IMW program has attempted to adjust learning activities to the
maturation of individual learners in a number of ways: By choice of set-
ting, by pictures and discussion questions designed to focus the learner's
attention on the subject matter of the lesson, and by structuring discus-
sfon to the inductive approach. The questions in the text are planned
so that pupils will automatically interpret pictures first, then the text,
then return to a qiscussion of ideas that lead to the situation being con=
sidered. The major emphasis in every discussion is geared to the child's
familiarity with the community being studied. Each pupil is led to asso-
ciate the new information or understanding within his own local community;
that is, in terms of his own experience. Furthermore, the teacher may
handle the text in various ways, depending on the reading level of his
class. He may wish to have three or four children participate in read-
ing the section aloud; he may ask pupils to read the section silently;
or he himself may do some of the reading. In any arrangement, the dis-
cussion questions counteract any problem that might arise for the slow
reader.

Finally, the activities are divided into three sections--for the
average learner, the more mature learner, and the less mature learner. All
activities are developmental, for it is through them that progress is made
toward achieving the unit objectives. MDstXQF the activities are expres-
sional and open-ended in the sense that children are asked to express in

some way what they have learned through the day's discussion and inquiry.

6. Does' the IMW Program Stress the Development of Values and Behavioral

Traits that are Both Persona11x and Socially Acceptabie?

No matter what the mental development of the child, he is con-

stantly developing a set of values which will guide his behavior now and
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in the future. It is important, therefore, that new social studies pro=
grams include not only cognitive but also affectively-oriented objectives
and learning experiences.
The authors and editors of the IMW Program believe that learning

should be a matter of discovering personal meaning. The textual mater-

therefore, is concerned with the beliefs, attitudes, feelings, and
values of the student. Tﬁrough activ%ties, students are encouraged to
express their beliefs, va]uas and attitudes without fear of criticism or
ridicule. They are led to discover and examine alternatives to issues,
to interact with each other, to discover that there is more than one
point of view, and to consider what it is they really value. Attempts
are made to develop a sense of morality regarding such ideas as justice,

honesty, and trust.

7. Does the IMW Program Help Learners Re1ate to the Many Commun1t1es

of wh1ch They . are a Part?

Every individual is a member of many communities, ranging from his
family, through local neighborhood, metropolitan area, state, and nation,
to the world community. Students from kindergarten through high school
need to Tearn how to function effectively in each of these communities.

The IMW Program encourages children to study all the communities of
which they are members. It encourages children to investigate these not
only in térﬁs of their own value systems, but in terms of the value systems
held by peoples throughout the world., For example, once theéiearner ac-
quires the abilities and skills needed to investigate his own national
community, he is taught how to apply these abilities and skills to the
study of other nations. Likewise, once he has acquired the necessary con-
cepts, abilities and skills to study an international community, such as
the At]ant1c Cgmmun1ty, he is led to appiy these abilities and concepts

[:R\j:o the study of other international communities of which he and others

Aruitoxt provided by Eic:
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throughout the world are a part.

In this fashion the authors and editors of the IMW Program hope

‘that children will become better able to participate in the solution of

social problems,whether they are local, metropolitan, state, national,
or international in scope, and that they will do so in a rational man-

ner and without bias.

Demonstration of IMW Program

To demonstrate the philosophy, principles, and axioms expressed
above, a series of lessons designed for third grade pupils investigating
their metropolitan community may be presented in the following manner.

Most certainly, slums are one of the biggest problems of our
urban societies. To help students learn how to investigate slum con-

ditions, as discussed in the text, Metropolitan Studies, the following

learning activities might be initiated:

Lesson One: Have students study pictures in text and discuss
what they observe about the residential neighbor-
hoods and houses. (Undoubtedly they will suggest
that the pictures indicate poverty, run-down housiny,
crowded Tiving, dirtiness, health problems, inade-
quate community services such as garbage collection
and street repair, fire hazards, possibly crime,
poor environment in which to live, etc.) Then in-
troduce the term slum to indicate neighborhoods of
this kind. Have students read text to see whether

~ their 1ist 1s complete,

Lesson Two: A bus trip might be planned to observe slum conditions

in the students' local or metropolitan region. Have



Lesson Three:

Lesson Four:

Lesson Five:

them note on a map where they observe slum conditions.
This will help to develop map;makihg and map-reading
skills.

Discuss conditions observed on field trip. Note the
Tocation of slums that were observed. Some will have
been seen near the central business district; others

near industrial areas; still others near routes of trans-
portation, especially railroads. There will be other
Tocations. Elicit the question: Where do slums tend

to develop within a city, and why there?

Have students read silently, or read to the class, de-
pending on ability of students to read. After reading
from téxtg discuss why slums develop where they do.

Note the attitude of certain owners to the development

of slums.

On the basis of the previous lesson, develop the meaning
of immigrant. To help students understand why people
Tive in slums, a simple matrix might be developed as fol-

lTows:

Permanent Residents Temporary Residents

Of Necessity -Social Outcasts Immigrants
(Criminals) ~ {Ethnic Group)
: Racial Groups

To Take Ad- Fugitives Workers Who Later
vantage of Move. to Other
Opportunities ~ Areas

Discuss categories in terms of local situation.



Lesson Six:

Lesson Seven:

Lesson Eight:

Ll nsson Nine:

Set the problem, “Why have the problems of slums not
been solved?" Have an open-ended discussion of this
problem. The objective is to have students examine
their own values and attitudes toward slum conditions
and toward people who Tive in slums, especially those
confined there by necessity. Attitudes toward poverty
can be examined_v Identify and discuss value systems

about poverty as they are evidenced in the discussion.

Open discussion, following reading in text, on what
urban societies can do about problems of poverty and
sIQms. Develop the generalization that slums are a
problem for all the people who live in a metropolitan

area.

Invite a businessman in to discuss resolutions to the

probleéms of poverty and slums.

If possible, visit your local planning agency to see what
your city government is doing to solve the problems of
poverty and sTums. Introduce the concepts of urban re-

newal and rehabilitation.

To evaluate the students' understanding of slums, have them study

picture in text. Ask them to write an essay on what they think caused

the neighborhood pictured to become a slum and what is being done to im-

prove it. If any student is not able to compose such an essay, have him

té?? you orally what he thinks has taken place.
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This series of lessons helps the child develop a concept of
sTums, involves him in an analysis of slum conditions, asksrhim to
relate, coordinate and integrate ideas concerning slums, and f%na]Ty,-
involves him in a decision-making situation about slum clearance
and prevent%cng These levels of thought are essential if the pupils
are to arrive at the unit's major understanding through the inquiry-
oriented approach. Through such a series of lessons, learners in-
crease their ability to investigate urban problems, and undoubtedly will
develop a greater concern for the well-being of the less fortunate

members of their local or metropolitan communities.
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WORLD ORDER A BASIS FOR EDUCATION FOR CHANGE AND SURVIVAL
- By Betty Reardon

In an age when the very survival of mankind on planet earth is en-
dangered by the inability of obsolete institutions and ineffective behaviors
to deal with threats to man's survival, education for change is urgent.
Social education should be primarily concerned with teaching and learning
experiences which can contribute to both institutional change and behavioral
éhangé‘; It should be addressing itself not only to the crucial public

issues and problems of our age, which dictate the need for change, but also

guired changes.

There is no doubt that students are concerned with and affected by
change. There is equally little doubt that their education is not adequate-
1y preparing them to cope with and control the forces of change. The rapid
progreséign of social, political, and environmental problems we now face
combined by the slow and often inadequate responses from our established in-
stitutions have produced severe crises within our political system. Perhaps

~ these crises are most réadi]y apparent in the order and justice conflict
which shakes our society today. Students have been caught very much in this
crisis as well.as in the crisis of the relationship of the individual to his
nation in time DF-war@ Although the responses from the young have been
varied, most of them indicate a crying need for what they describe as a -
more "relevant education." They are plunged into deep and crucial value
conflicts. They are faced with a grawingiféeiing of powerlessness in the

o “ace of these personal and political conflicts, Many of them have been




totally alienated from ﬁhe society and have even "opted out" through entry
ﬁnto various subcultures and retreat into drugs. Too many of them are mak-
ing their action choices on the basis of "“selling out" and remaining help-
lessly within the main stream of society or "opting out™ and letting the
main stream of society run its course into what appears to be ultimate
oblivion, Clearly, they have not been given a range of choices, much less

a range of positive choices, which might help them to go beyond the destruc-
tive either/or pattern which is all too prevalent.

- Schools must begin to help students to formulate and select from al-
ternatives and to help them to honestly and openly confront major controver-
sial issues which concern them personally and which certainly concern the
future of our society. One of the most crucial of these issues is war.

Of all the crises which threaten human survival now, including popu-
lation growth and widespread poverty as well as environmental decay, the one
which seems to be most immediate, in that it could precipitate destruction
almost immediately, is warfarel It is ironic that of all major survival
issues it is the one receiving the least attention in the classrooms of this
nation. It is also the one which is of most immediate concern to students |
=who, b& and large, have been more perceptive in the realization Df the inter-
relationships of these problems than have been their educators or their poli-
tical leaders. One need only look at the_young faces in demonstrations for
environmental action to see that these are the same young people who have
manifested concern about WEri Their elders ofteﬁ interpret this as not being
able to stick with one subject or the inability to see a érobTem through to
its solution. It is, however, the educators and the political leaders who
should begin to think about the fact that these yéungsters are concerned with
all of these problems and that the one problem which could take the 1lives of
anyone of those young peppTe at any moment, is the problem of warfare. Youna

)
[]{1(}n who are in Senior high school today will possibly be in the rice paddies

IToxt Provided by ERI
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of Vietnam tomorrow or perhaps in some other part of the world remote to
them but inextricably entwined with their 1ives. It is these younq men
who must face the choice of serving or not serving in the armed forces,
who must deal with the possibility that if they serve they may one day be
accused of war crimes, and who may have to pay the u?tﬁmafe cost of war,
their lives. The young women of this age must face the possibility of
being helpless observers to the decimation of another generation of young
men and of having T1ittle possibility of actually dealing with the problenm,
other than the kinds of things they have been able to do through demonstra-
tions, student strikes, and acts which in the end are powerful symbols but
not tools for change. _

If educators wish to change the behavior of students, if we wish to
see behavior which we consider to be positive and constructive, then we too
must change, We must confront these problems ourselves. We must try to
think in practical, positive alternatives and above all we must use our pro-
fessional expertise to help our students to think in these terms. Why not
begin to change by introducing the subject of war as a problem to be solved
into our curricula?

This is not to say that the mere inclusion of any one subject can
contribute significantly to behavioral change. But combined with partici-
patory teaching strategies which demonstrate to students that they have a
degree of control over their own learning, classroom confrontation of such
issues may help them transfer their concern to actual activity in the problem

areas saré1yvin need of solution. Indeed, our purpose should be more than

just helping the young to'cope with stress and change. We must teach toward
the development of ski1fs for the control and'gig%gﬁiég.DF change. The
schools should be helping students to understand that they need not accept
an inevitable and unwanted future, but that they may be able to identify

]ERJ}:QPtiDnS’ to formulate alternatives from which they may select a preferred

IToxt Provided by ERI
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future and work toward it using the equipment provided by a "relevant" cur-
riculum, - the much-overworked and 1ittle-understood term, '
A reiévént curriculum, whether jt is based on the.Black Egperience,
the environmental crisis or the issue of war, deals with crucial issues
and directly confronts student co%cerns. The relevant curriculum also
‘]QDKS to the directﬁan toward which we traditionally point students, the
future. Present curricula are almost exclusively focused on the past and
the present. Even’through such devices as inquiry, value ana]ysiséaﬁd

simulation, the young are not going to find all the clues they need to cope

it is combined with examination of present issues. Curriculum for behavi-
oral change, a relevant curriculum, should be futuristic. The field of
futurism has devised a number of responsible and effective tools of analysis
which should become part of the fund of skills we offer our students. The
mastery of such skills is one way of helping to relieve feelings of power-
lTessness and alienation and of providing a sense of the possibilities for
controlling change. Intelligent application of futuristics offers some
hope of replacing an inevitable future with a preferred one.

The term “préferred" indicates selection amohg alternatives. If
we are to teach for behavioral change, the curriculum must preSént alter-

natives, i.e., possibilities for various behaviors, and it must prepare

tion. The concepts and methodology of "aiterﬁative futures" make such
preparation possible. Although the topic may seenm esoteric to many educa-
tors, some of us now assert that it should be a crucial component of the
social studies. One very cogent case for this assertion appears in "Rele-

vance and the Curriculum” by Lawrence Metcalf and Maurice Hunt,1 an article

Phi Delta Kappan, March, 1970,



spelling out a methodology of alternative futures called "relevant
utopias"; another is "Education for Survival" by William Bayerg, which
makes a strong case for education for future planning. A futuristic
!perSpective is also advocated by "An Examination of Objectives, Meeds
and Priorities in International Education {n U. S. Secondary and Elem-
entary Schools" completed in 1969 for the USDE by the Foreign Policy
Association. Many of us remember a time when such a subject as anthro-
poiagy was offered only for specialization in the universities. Those
who advocated that it gfferéd a Tikely medium through which §EQOﬂdaPy
schools might objectively approach such issues as racial prejudice and
xconf]ict were wfdeTy viewed as pleaders for the special interests of one
~discipline which could only be included in the curriculum at the cost of
sacrificing the truly basic and necessary topics of gociaT education such -
as state history. Although courses on futurism are now proliferating in

the universities, some of the same attitudes formerly encountered by the

social science disciplines are now directed at this new subject. Entrench-

ment against change is not unusual, but this éttitude toward the use of al-
ternative futures is particularly remarkable when one r§f1ects that vir-
tually no one in this society would buy an automobile before test driving
it, Vacuum cTeaners_are demonstrated before purchase by salesmen eager to
convince that their models are superior to all other models. Every day

we select preferenées on the basis of trials and tests of various items
intended for the same purpose. We try out different fashions and even
different TiFesstyTES and value systems. Testing alternatives of these

kinds to determine what we really think works best for us is very much

gIb]d January 1971 (reprints of both are available from Wor1d
Law Fund, 1T | West 42nd Street, New York 10036).
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part of our contemporary culture. Students, for instance, are urged to
weigh the benefits of alternative careers or colleges. It is high time
that we applied this mind-set to social and political institutions and
?fsﬁﬁazgithe curriculum. There is no more appropriate subject with which to
apply it than the study of alternatives to the war system. One of the
most appropriate modes of inquiry into the éubject is futurology, a mode
central to world order studies. World order is the perspective which the
World Law Fund applies to the study of the problem of eliminating warfare.
Essentially, it is a Futuristf:-QTOba1 and value centered exploration of
alternative WOer political systems, described as models. The purpoée of
the exploration is to determine which kind of system is most Tikely to elim-
inate warfare and promote greater social justice as well as economic wel-
fare, environmental balance and wider participation in'policy making. World
order emphasizes two fairly simple devices of futurology which have been very
fruitful in the development of skills for coping with change and in devising
!WEF/pEECE curriculum. These devices are models and scenarios. Futurists
use scenarios, specu?atiVe narratives of future events to create images of
the future. Implicit in such narratives usually are descriptions of social
and political institutions which can be extrapaiatéd from the scenario.
Such descriptions are models of the future systems and constitute a useful
medium for the study of alternative futures.

Study of alternative futures for the world political éystem in the
form of various system models is at the écre of the world order approach to
war/peace issues which is developing modes of deséribing and attaining "pre-
ferred worlds." World order models are behavioral descriptions of world
potitical systems, proposed for the purpose of reaiizing the five foremen-
tioned values: the control and Timitafian of violence, the expansion of
economic welfare and social justice, broadening participati@n in political

lszkj decision-making, and the restoration of a healthful environmental balance.
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World order studies, therefore, offer opportunity for curriculum on change-
and also fulfill the recommendation of the QSDE study, "Needs and Priori-
ties in International Education," that the internationa1 system be studied
as Dﬁe level of human social organization. From the .world order perspec;
tive, the international system is studied in terms of its ability to achieve
~ the five values. The most signiFicant questions raised by the inquiry are:
How does the system work? How can it be made to work better? Are there
alternative systems which would be more efficient in maximizing these values?
How will it be possible to achie?e a preferred alternative? In dealing with
thesegvarious questions, models are helpful because:they concretize proposals
for alternatives and make it possible to study and to evaluate them - in
other words, to "test dr*‘i‘ve‘.i alternative international systems.

Most students have already had experience with models. If they Tive
in a pTannéd ccﬁmunity or housing development, it is quite probable that they
live in a house which their parents selected after having visited various
model homes to determine which would be best for their. family's needs and
within the reach of their purses. If they themselves have not constructed
mode1 airplanes or model missiles, they have probably observed their friends
doing so or have seen their fathers using a plan to put together a toy or
an appliance, |

Models have been used to teach many subjects for so long that most
high school students have also had experience with them as Teafning instru-
ments, In shop they work with model engines; in biology they study models
of the various physiological systems; 1in cﬁemistryg physics and math they
work with actual models or visual descriptions of models in the form of
diagrams, charts and so forth.. |

The use of models to simulate a situation so as to give people un-
Fam%1iar with the specific situation an idea of what it is like, or for the

[]{i(fUFpDSE'Df training those individga1srwhg waT’aétua11y be in that situation,
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is now familiar to all of us through our space program,_ We é11-know about
the training of astronauts, and how they are prepared to face conditions
prévi@usTy unknown by Earth men by experiencing simulated conditions. We
have seen photographs of the models used to practice the manipulation of
their spacecrafts and landing modules. These simulations and models also
make it possible to ﬁés:ribe to the public at large just exactly what the
astronauts will be doing and how they will do it. These devices arg in-
structive and informative and we have all witnessed their effectiveness,
The curricular applicability of simulations and models to the study

of ‘present and past international systems now seems to be catching on in

our schools, It is really not so great a leap %D'apply the technique to
the study of future systems.

Such activities are based upon the assumption that participatory
Tnquiry carries the possibility of more learning payoff than a traditional
inquiry or even a dialogue approach. Exeréises may be effectively con-
ducted in small groups addressing themselves to spé:ific inquiry tasks
which will form the bésis for a general discussion by an entire group. Such
experiences represent a Futuristfa inquiry into alternative world political
systems which I believe to be the essential component of education for change

and survival,
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PART V
~ CHAPTER XXII

RETOOLING FOR BEHAVIORAL CHANGE
By Desmond H. Bragg

The foregoing chaﬁters have attempted to demonstrate how teachers
may utilize various disciplines and teaching materials to breathe new 1ife
into scéiai studies classrooms. Goals are delineated in specific programs
which clarify how to get from the old to the new. Allowing for unforeseen
needs of an ever-changing society, these new concepts and methods should
serve the classroom teacher well into the seventies.

The development of inquiry skills and other skills related to form-

ing sound judgments and critical thinking!are key concepts in social studies )
teaching. Classroom teachers who learn the lessons implied here will make

their teaching relevant and dynamic, and will have a lasting salutary impact :
on their students.- The teaching of the key concepts and generalizations of

the various diséip?in55a=alang with the tools of social change implied in

the disciplines--requires the best and most sustained effort teachers can

bring to bear on them. The new breed of social studies teachers seems in-
terested in hé]ping students to become involved, committed, and active in
attempting to foster 50¢ia? change.

; Intérsdiscipiinaﬁy attacks on community séciaj problems must continue
to find their way into the social studies classroom. The problems of the
social order do not often fall inta‘neat and simple categories fitting only
one discipline; rather they cross diécip?fne lines with increasing frequency.
Students who have learned to think only in neat compartment-1ike categories
will be frustrated because Q% their inability to deal with issues effectively.

The skills and processes described here are not easily mastered. Stu-
dents who want quick and easy answers crr”naw? solutions must be assisted by

o teachers who can pétiently seek to instill qualities of character, moral
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courage and mental discipline essential to sustained and mature intel-

lectual effort.

Behavicral Objectives

Behavioral Objectives (see Chapter II by Sidney J. Drumheller)

-are tools for translating the broad goals of education into specifics

which have a real and Tasting impact on the growth and development of
youth. Tt is one thing to state broad generalized objectives, but-
quite another to translate these into Specifizvbéhavigrs designed to
assist the student to cope more effectively with his environment and
peers, as we]l as with his own personal-social development. Good citi-
zens are first of all good people whose lives are whole and integrated.
They have Tearned the social skills required to function smoothly in
the maze of forces and situations that confront the fypica] dweller

in modern urban societies. This implies not only thought processes but

emotional and affective processes, which are the‘we1]§prings of moti-

vaticn and action.

The emotions are far more important as influences for good than
they are generally credited with being. As one writer put it, "The
intellect is a mere speck on a sea of emotion." This view is not unﬁJ
realistic when one considers that our daily lives are almost constantly
affected by Tiges; dislikes, personality clashes, sexual intefestsi
moods , frustfationsg Jjoys and sorrows. Al1 of these emotions play an
important pért in our attitudés;taward our jobs, ccTTeagueS; families

and peers, as well as to our communities and their problems. An indi-

- vidual who has a difficult time coping with the emotional side of his

immediate 1ife can hardly be expected to have the time, interest, or

desire to contribute to thé ongoing Tife of the community and to the
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solution of its problems. Behavioral patterns associated with the emo-
tional life of students must be a major concern of the modern social
studies teachers.

Citizenship is a major behavioral goal of teaching the social
studies. Teachers must continue to refine their performance by seeking
ways to get students involved. The Towering of the voting age to
eighteen makes political responsibility a focal point of concern. Teach-
ers will find ample opportunity tc involve their students in the warp and
woof of the democratic processes at the local level. The imaginative
teacher will find dozens of ways to get students involved in communi ty

political improvement. The book Promising Practices in Ciyjthdugggjgnj

can serve as a resource for those interested in adding relevancy to their

teaching.

Development Qf;anrjnterng;ipna] Outlook

A major behavioral goal is development of active participation
in the effort to bring about world peace. Furtherina of world under-
standing through a more intimate knowledge of other countries, their
customs, habits and institutions, is one way to reach this important
9631- Chapters IX and X have clearly shown how to teach for this
objective. In-depth studies of other nations will need to increase in
quantity if the goal of world civilization is to become reality.

Chapter XXI by Betty Reardon offers an example of the way modern

'Robinson, Donald W., editor, Promising Practices in Civic Educa-
tion, National Council for the Social Studies, 7967, Washington, D. C.

269



)
N
L

educators seek to keep the curriculum tuned to the changing patterns of
world events. Simulation games and other devices can help teachers and
students alike to see more clearly the complexities of geopolitical
issues,

International studies -- political, legal, cultural and social --
must claim more classroom time if we are to raise the level of sophisti-

cation in understanding world affairs.

Use of the Social Science Disciplines

The behavioral sciences of sociology, anthropology and social
psychology are particularly useful for teaching behavioral changes in
students. Robert Fitch (Chapter XVIII) illustrates the application of
these studies. An understanding of why man behaves as he does and how
his behavior is changed through social institutions can contribute to
more viable solutions to such social problems as civil strife, bigotry,

racial or religious intolerance, ethnocentrism, and war itself. Social

cation of the behavioral sciences, but more intensive effort is likely
to pay dividends in individual behavioral growth and insiahts into social
patterns and institutions.

The new geography examines such problems as urban societies, the
need for wiser use of our environment and resources, and the recurrina
threat of over-population. Sharon Cousins deals with some of the new
concepts of geography in Chapter VIII on the High School Geography Pro-

ject. Students who learn to use géographic information in problem-solving

with geography.
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Teaching Values

The affective area of social studies learning is, as we have
said before, the "heart" of the social studies curriculum since it cor-
responds to the emotional and subjective side of human affairs and lends
itself particularly to behavioral change. The chapter on teaching of
values by Dyer has special significance for the new social studies. In
the "good old days" a great deal of emphasis was placed on teaching of
character and moral and spiritual values. Again today, in different
garb, there is renewed emphasis in this direction. It is hoped that this
trend may help students find their way through a maze of fast-changing
secular and social mores. 01d family, community and church ties lose
their power as more and more youth move to large cities and find there
an anonymity not present’back in the home town. The rise in juvenile
crime is one evidence that many youth drift without moorings or direc-
tion in a vacuum or spiritual void. This drifting may lead to depres-
sion and tragic errors, ruining or badly scarring young lives. If there
is truth to the old belief that moral decay contributed to the decline
of the Roman Empire, it is worth any price to prevent the wreckage of
individual lives as a means of avoiding social disorcers. The tragedy
df Hitler and the aftermath of his unforgettable deeds give one pause
for reflection; for if po?iéies of genocide and mass murder can come from
a relatively civilized nation containing thousands of churches and mil-
lions of religious people, what nation can claim to be immune to such
occurrences? Surely not our own country with its high rate of violent
crimes, our history of political assassinations and racial killings.
Leaders such as Dr. Sidney Simon of the University of Massachusetts are
providing new ways to assist teachers in helping young people with prob-

lems of value clarification and consequent changes in behavior. Leaders
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of the new social studies are saying that we dare not leave value and
character formation to chance. The issue is too important, both to the

emotional health of the individual and to the social order.

Humanities and the Social Studies

Closely allied with teaching of values are the humanities, in-
cluding such human endeavors as drama, 1iterature, art, music and poetry,
all of which ~an convey meaning and substance to the emotional and philo-
sophical side of man's nature. The necessify to motivate students to ac-
tion, commitment and involvement sends the teacher in search of materials
which Tend emotional appeal to what otherwise are only dry facts. Man is
an emotional creature, moved primarily by appeals to his affective nature,

Protest songs about the war in Vietnam or about racial injustice,
or plays which depict the social and psychological effects of poverty,
ignorance, and bigotry, can be powerful tools for teaching significant
truths about society and its problems. They serve well as focal points
for discussion and clarification of the issues involved, The heart and
the head of man must be educated, but it is the ha:.d that makes action

possible. To that area we now turn our attention.
THE TOOLS AND TECHNIQUES FOR TEACHING BEHAVIORAL OBJECTIVES

It is one thing to speak of the form and substance of the new social
studies, but these somehow must be translated into a plan of action and
means for implementation if real change is to be accomp1ished:' Section II of
the text is largely designed to do just that. Chapters IV through IX show
how to use relevant and productive techniques for organizing classroom teach-
ing to achieve the broaé as well as the specific behavioral goals of social

studies teaching. Clair Keller's chapter on inquiry teaching (Chapter III)



illustrates practical applications of this goal. Dr. Keller takes the
reader thrbugh the inquiry steps involved in histcrigallrésearch- His
model is clear, to the point, and should prove helpful to those looking
for oractical guides to this technique.
Roger Ratcliff demonstrates how the classroom behavior of stu-
dents may be changed through one's teaching techniques. (See Chapter V ).
Changed behavior is after all the only objective evidence that teaching
is effective in reaching goals. Teachers who draw up behavioral objec-
tives as expressed by Ratcliff and Drumheller will continue to hit the
mark with increasing frequency. Inquiry teaching, a difficult task requiring
attention to detail, is an essential element in the teacher's repertoire

of performance skills.

Attent1an to Ind1v1duaT Needs

It is one of the continuing hard facts of teaching that classes
are made of individuals with varying needs, capacities, interests, and
problems. Marion Evashevski and Howard Strong show in Chapter VII one of
the major attempts to fill the needs of individuals in the public schools.
It is essential that i.creasing attention be given to meeting individual
needs within the confines of the school.

Teachers' energies have limitations. We face the necessity of
conserving strength and employing it in the very best way possible. The
current stress on accountability in teaching performance as shown by stu-
dent grawth will find wider acceptance. All must assume their share of
responsibility for student behavicrul growth. Attention to individual

needs will aid in achievement of that goal.

A Final Word About Directions for Future Growth

We hear much these days about a relatively new emphasis in education

Eﬂ%h&g called "futurism." By this is meant what used to be called prophecy or
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"lTooking into the crystal ball." Futurists do not have any crystal ball
or claim any spiritual powers from above, but they warn us that man can-
not drift from one crisis to another at the mercy of winds of chance.
Rather we must, say the futurists, be architects of the future. This
job will call for the highest kind of insight and the greatest depth of
knowledge and understanding of which we are capable. The implications
of futurism for education are complex and can only be sketched here in
brief outline.

Just as the market analyst serves a function for investors, it
seems logical to assume that society should have some leaders in the field
of forecasting future directions and trends and what these mean for man's
well being.

Much of social studies teaching in the past has been oriented
toward that past. Today and in the future teachers will attempt to re-
late classroom learning toward both the here and now and to the future.
Rapid change and increased interdependency among nations make it impera-
tive that we give high priority to closer examination of future bends in
the road. Just as a man driving a car at 100 miles per hour must think
further ahead than one who is going only 30 miles per hour, so a people
who Tive with rapid and accelerating change must be ready to adapt to
fastmoving events with greater ease and grace. We cannot teach for pre-
serving the status quo if those conditibﬁs‘dc not exist by the time stu-
dents reach maturity and take their places as leaders.

Not only coping with change, but anticipating it, preparing for
it, and giving it direction, will present challenges of almost unbeliev-
able dimensions to teachers and citizens of the future. Those who cannot
meet the demands of such a social order will fall by the wayside or take

o A minor role in directing human affairs.
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It therefore falls on the shoulders of social studies teachers as
well as curriculum experts to devise ways £D teach about social change,
1ts dominant characteristics, and means %Dr directing its progress. Cur-
rently new work is being done in this area which will no doubt aﬁpear in
the near future. Social studies teachers today éan give attention to
aspects of change and futurism which aré already widely known and practiced.
Sociology and anthropology offer many fruitful examples of social change
an@ of organizations and institutions which served as vehicles for change
in the past. Problem-solving, critical thinking skills, and other tech-
niques for securing action and using channels of power, are tools available
to most citizens. Teachers can inform themselves in order to guide youth
in the proper ways for intelligent citizen action and involvement. If this
can be done more effectively by increasiﬁg numbers of the teaching profes-

sion, the future of the country will be in good hands.,
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